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Over the past 20 years, numerous reform efforts have been made to improve the
quality of teacher education programs at higher education institutions throughout the
nation. Currently, limited research has been conducted to assess the factors that
contribute to the PRAXIS I pass rates at Historically Black Colleges and Universities
(HBCU). The purpose of this study was to determine the impact of specific academic
and personality factors on the PRAXIS I pass rates at three HBCUs in the state of
Georgia. Specifically, this study was conducted to address the student performance on
PRAXIS I, to identify the perceptions of students who have taken PRAXIS I, and to
determine possible strategies for improving PRAXIS I preparation programs at HBCUs.
A 47—item survey instrument was administered to teacher education majors
(N=121) who were classified as either sophomore, junior, or senior to identify their
perceptions of selected academic and personality factors that might impact their
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performance on PRAXIS I. Using a Pearson correlation analysis to measure the
significance between the dependent and independent variables of the study, the findings
revealed that there were no significant relationships between the dependent variable,
PRAXIS I pass rates, and the independent variables academic program quality, teacher
education faculty quality, locus of control, student assistance and support, and academic
support preparation programs. Significant, but weak relationships were found between
PRAXIS I pass rates and the independent variables cumulative undergraduate grade
point average (GPA) and perceived self-efficacy. There was, however, a significant
relationship between PRAXIS I pass rates and SAT score (r = .656 at the .000 level <
0.01). A Step-wise multiple regression analysis indicated that SAT score, with a beta
coefficient of .618 and a t-value of 6.027, was a strong contributor to pass rates on
PRAXIS I. The findings did indicate that scores on PRAXIS I increase significantly
when students participate in PRAXIS I preparation activities prior to taking the exam.
The findings of the study revealed that an increasing number of non-traditional students
are pursing bachelor’s degrees in teacher education. Based on the findings of the study,
it is recommended that HBCUs develop a teacher education institute that caters to the
needs of all teacher education students from the pre-freshman to the post-baccalaureate
levels. It is also recommended that policymakers increase the participation of HBCU
faculty in the development of teacher certification and licensure exams. Finally, it is
recommended that further research be done to examine additional personality factors
that my contribute PRAXIS I pass rates as well as expand the study to HBCUs in other
states.
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The Politics of Teacher Education in America
Over the past 20 years, several reform efforts have been made to improve the
quality of teacher education programs at higher education institutions throughout the
nation. The federal government is now promoting higher standards for teacher
qualifications and performance, a national curriculum, and a national student
assessment system (Fenwick, 2001). In addition to the use of teacher certification and
licensure exams, state and local policymakers are working towards implementing more
rigorous certification and licensure requirements as a means of improving teacher
quality, classroom instruction, student achievement, and the overall condition of
education. The House of Representatives recently proposed a bill (H.R. 2211, 2003)
that would require colleges of education to annually report to the U.S. Secretary of
Education the pass rates of all students on teacher certification and licensure exam.
Although this bill, entitled the Ready to Teach Act, did not become law, policymakers
and advocates of standards~based reform are making continuous efforts to hold colleges
of education accountable for the quality of teachers produced in our nation’s schools.
Are standardized exams that certify teachers going to provide our nation’s
schools with the quality teachers that parents want for their children? The harsh reality
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is that reform efforts such as the aforementioned only treat the symptoms, not the
problem. Because teachers are often viewed as the backbone of public schools, they are
able to influence the behaviors and actions of students as well as direct them to positive
actions within the school context.
Education is a big business in America and everyone, from religious groups to
major corporations, want to control the knowledge distributed by public schools.
Economically defined as an investment towards human capital, education plays a vital
role in helping individuals possess the knowledge and skills necessary to compete in a
global economy as well as exercise the rights and responsibilities of citizenship
(Brimley & Garfield, 2002). Education, like any other business, has an element of risk,
and no one can be certain that all recipients of the education product will achieve the
maximum of their human potential.
The History of Teacher Education Reform
The reform movement on teacher education began when The National
Commission on Excellence in Education released the report A Nation at Risk: The
Imperative for Educational Reform in April 1983 under the leadership of former U.S.
Secretary of Education Terrell H. Bell (U.S. Department of Education, 1983). The
report launched an era of national politicians rushing to support curriculum standards
and testing as a means of halting America’s supposed economic decline in world
markets. According to the Report, the Commission found that many students were not
attracted to the teaching profession, teacher preparation programs needed substantial
improvement, the professional working life of teachers was shorter, and there was a
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shortage of teachers in mathematics and science (U.S. Department of Education, 1983).
The Report recommended rigorous testing of students by state and local governments at
the elementary, secondary, and post-secondary levels. The Report stated that persons
preparing to teach should be required to meet high educational standards, to
demonstrate an aptitude for teaching, and to demonstrate competence in an academic
discipline.., colleges and universities offering teacher preparation programs should be
judged by how well their graduates meet these criteria (U.S. Department of Education,
1983).
In 1986, The Carnegie Task Force on Teaching as a Profession released A
Nation Prepared: Teachers for the 21st Century. Consistent with A Nation at Risk, the
A Nation Prepared Report maintained that America was not prepared to compete in a
global economy and that the education system was in need of a complete overhaul. The
Report proposed a two-fold approach to reform in teacher education. The first approach
was to enrich the professional education of teachers by eliminating undergraduate
teacher certification programs and require a bachelor’s degree in the arts and sciences as
a prerequisite for the professional study of teaching (Carnegie Task Force on Teaching
as a Profession, 1986). As a result, individuals pursuing careers in education would be
required to obtain a master’s degree in teaching. The second approach focused on
reshaping the structure of the teaching profession by placing ranks on educators using a
two-tiered system that would allow lead teachers to assume higher responsibilities and
receive higher salaries than regular teachers. Based on the demands of their proposal,
the Task Force admitted that these demands could complicate the jobs of faculty
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working in teacher education programs at historically black colleges and universities
(HBCUs). The Task Force explained:
They [HBCUs] will have to prepare their graduates to meet the
standards set by graduate schools offering the master’s degree in
teaching. The states that are home to the predominately black
institutions will need to work closely with these institutions and with
the National Board for Professional Teaching Standards to help prepare
graduates to meet these standards. (p. 86)
That same year, the Holmes Group released Tomorrow ‘s Teachers. The Report
called for changes in both teacher licensing requirements and undergraduate teacher
education curriculum. As a way to recognize differences in teachers’ knowledge, skills,
and commitment in their education and work, the Holmes Group recommended a three-
tier system of teacher licensing which consisted of (a) Career Professional—high level
leader; (b) Professional Teacher—competent member of the profession; and (c)
Instructor—novice of the field (Holmes Group, 1986). Like A Nation Prepared, the
Holmes Group proposed the elimination of the bachelor’s degree in teacher education
and recommended that undergraduates major in the subject they wish to teach.
Additionally, the Report affirmed that in order to improve the quality of elementary and
secondary education in America, it is necessary to transform teaching into a profession
of well-trained educators who are prepared to assume the roles and responsibilities for
redesigning education for contemporary students (Holmes Group, 1986).
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African-Americans in Teacher Education: An Existing Shortage
Policymakers, teacher educators, school leaders, and other stakeholders seem to
agree that there is an underrepresentation of minority educators in the teaching
profession. Prior to the Civil Rights Act of1964, the majority of college-educated
African-Americans pursued careers in education (Hudson & Holmes, 1994). In 1954,
approximately 82,000 African-American teachers were responsible for the education of
two million African-American students attending public schools throughout the nation
(Hawkins, 1994).
Shortly following the Supreme Court ruling in Brown v. Board ofEducation of
Topeka, Kansas (1954) to desegregate schools, several states in the south began using
teacher certification and licensure exams as a means of determining teacher salary
(Torres, Santos, Peck, & Cortes, 2004). As a result of these rigorous testing mandates, the
salaries of many African-American educators were lowered because of low test scores
and many of them were eliminated from the teaching profession. By 1964, at least
38,000 of the 82,000 African-American educators nationwide had lost their teaching
positions; a forty-six percent decrease (Hudson & Holmes, 1994). Between 1975 and
1985, the number of African-American students majoring in education declined by
66%; and another 21,515 African-American teachers lost their jobs between 1984 and
1989 (Smith, 1987). As of 2004, there are atotal of 3,451,315 teachers in the United
States and 244,035 of them are African-American; that is 7% of the teaching population
(National Center for Education Statistics, 2005). The use of teacher certification and
licensure exams was contested in court, and the court ruled that the use of these exams
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was legal despite the fact that the validity of the exams in demonstrating teacher
competency was never proven (Baker, 1995).
Many research reports have identified the use of teacher certification and
licensure exams as a major reason for the existing shortage of minority teachers. Torres
et al. (2004) identified seven reasons for the existing shortage underrepresentation of
minority teachers, and teacher competency testing was identified as the most crucial.
According to the report, there are approximately 34% of African-American teacher
education majors enrolled at predominately black colleges and universities. This low
percentage indicates that the number of African-Americans pursuing careers in the
teaching profession is limited. Other reasons the Alliance identified for the shortage of
minority teachers were: (a) inadequate academic preparation; (b) the attraction of other
careers; (c) unsupportive working conditions; (d) lack of cultural and social support
groups; (e) financial conditions; and (f) high attrition rates among minority teachers.
Irvine (1988) identified four reasons regarding the decline of African-Americans
in the teaching profession, which were (a) the decline in the number of teacher
education majors; (b) the decline in African-American college students in general; (c)
widening career options for African-Americans; and (d) the institutionalization of the
various teacher certification exams. Among the reasons listed, Irvine maintains that the
institutionalization of teacher certification exams to be the greatest threat of survival of
African-American teachers. Not only do teacher certification and licensure exams
measure the minimum competencies that usually cater to the experiences of non
minorities, there are measurement problems regarding cultural bias, lack of content and
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predictive validity, and the inability to measure crucial affective qualities such as
dedication, motivation, and caring (1988).
While the public school student population continues to become ethnically
diverse, the teacher pooi continues to become culturally homogeneous. From the K-12
level to higher education, there is an underrepresentation of minority educators in
overall quantity and rank distributions (Gay, Gingus, & Jackson, 2003). Recent
statistics indicate that the percentage of African-American teachers in elementary and
secondary education is declining as the number of diverse students increase. Due to the
continued problems surrounding the underrepresentation of minorities in the teaching
profession, implementing an academic intervention program at the pre-freshman level at
HBCUs seems to be a realistic and less compromising avenue to successfully prepare
African-American teacher education majors for PRAXIS I.
The Performance of African-Americans on PRAXIS I:
Statistical Data
The institutionalization of teacher certification and licensure exams has been
identified as a contributing factor to the decline of minorities in the teaching profession,
as well as having a negative impact on the careers of many African-American teacher
education candidates (Sanders, 1999; Irvine, 1988; Smith, 1987). The Professional
Assessment for Beginning Teachers (PRAXIS) Series is the most popular standardized
teacher testing program that is currently used by most states to certify teachers.
Designed by Educational Testing Service (ETS), the PRAXIS exam is divided into
three parts. PRAXIS I exams, the first series, assess general academic ability in
8
mathematics, reading, and writing and are required for entrance into a teacher education
program. PRAXIS II exams, the second series, focus on content and pedagogical
knowledge in specific subject areas and are usually taken at the end of a candidate’s
program. The third series, Praxis III exams, assess first-year classroom performance
and are currently being evaluated across the country. According to the 2003-2004
Annual Report on the Georgia Professional Standards Commission, African-Americans
had the lowest pass rates overall on PRAXIS I of all ethnic groups (Governor’s Office
of Student Achievement, 2004). There were a total of 13,732 students that tested in
mathematics; 12,858 tested in reading; and 12,132 tested in writing. For African-
Americans, the pass rates were 31% in mathematics, 44% in reading, and 49% in
writing. Asian Americans scored 65% in mathematics, 45% in reading and 46% in
writing; Hispanic Americans scored 41% in mathematics, 52% in reading, and 53% in
writing; Alaskan Native/Native Americans scored 57% in mathematics, 74% in reading,
and 65% in writing (Governor’s Office of Student Achievement, 2004). African-
American examinees scored higher than Asian American examinees in writing with
pass rates of 49% and 46% respectively.
The Role of Historically Black Colleges and Universities in
Teacher Education
Historically black colleges and universities (HBCUs) have played and continue
to play a prominent role in the education of African-Americans and in the preparation of
many African-American teachers (King, 1993; Torres et al., 2004). There are currently
105 HBCUs: 40 four-year public, 49 four-year private, 11 two-year public, and 5 two
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year private. HBCUs award more than half of the baccalaureate degrees to African-
Americans. Since 1974, the number of education degrees awarded by HBCUs has been
declining. In the year 1974, HBCUs awarded 9,051 undergraduate degrees to African-
Americans (King, 1993). By 1981, only 4,027 degrees were awarded, and between
1982 and 1989, the number of African-Americans receiving bachelor’s degrees in
education decreased by 36% (1993). Today, approximately 34% of all African-
American teacher education majors are enrolled at HBCUs (Gay et a!., 2003; Tones et
a!., 2004). Although HBCUs continue to produce the greatest number of African-
American teachers, these institutions have been largely ignored in the national dialogue,
policy formation, and funding initiatives regarding the nation’s teaching force
(Fenwick, 2001).
Over the past 20 years, numerous efforts have been made by HBCUs to improve
the pass-rates of African-Americans on teacher certification and licensure exams.
Goodwin (1991) described the collaborative efforts made by HBCUs to address the
critical shortage of minority teachers. The Southern Education Foundation (SEF)
created a consortium of six HBCUs (Albany State University, Bethune-Cookman
College, Grambling State University, Johnson C. Smith University, Tuskegee
University, and Xavier University) and three graduate institutions (Columbia
University, Harvard University and Vanderbilt University) that were committed to
working together to increase the number of minority educators (1991). As a result of
their collaboration, the consortium conducted five activities: (a) The Teacher Cadet
Program brought 20-25 high school students to an HBCU to engage in activities to
improve their academic skills, explore the possibilities of a teaching career, develop
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self-esteem and goal-oriented behavior, and interact with mentors; (b) The Summer
Enrichment Program for Future Teachers provided support services similar to middle
and high school students that were similar to the cadet program; (c) The Summer
Scholars Program brought 24 HBCU undergraduate students — education and liberal
arts majors — to one of the three participating graduate institutions to take courses, talk
with educators, and explore careers in education; (d) Faculty Exchange and Enrichment
focused on faculty development and enabled institutions involved in the consortium to
act as hosts or visitors in exchanges that included opportunities for co-teaching, cross-
campus faculty interactions, collaborative research, and knowledge building; and,
(e) The Minority Leadership Center targeted the development of minority educational
leaders and provided preparation for African-American principals, superintendents, and
policymakers. As a result of the activities, the HBCUs that participated in the
consortium experienced an increase in the number of students majoring in education
(Goodwin, 1991).
Bell and Morsink (1986) identified the development of a test-wise-ness program
that was implemented by selected HBCUs as a way to improve test scores. The concept
of test-wise-ness focused on teaching students how to pass standardized tests. Test-
wise-ness programs focused on associative learning and problem solving. Associative
learning emphasized skills with recall, practice, and drill. Problem solving involved
searching for a pattern, investigating the data, and drawing conclusions (McPhail,
1981). Educational Testing Service (ETS), in cooperation with the Southern Regional
Education Board, implemented a program in test-wise-ness at three HBCUs in South
Carolina, Louisiana, and Maryland. The test-wise-ness program included faculty in-
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service and curriculum development; test-wise-ness was the student development. In
this program, students received assistance from members of the institution’s teacher
education faculty or staff who were not involved in the administration of the exam.
Littleton (2002) examined the effectiveness of academic support preparation
programs for PRAXIS preparation at four HBCUs (Albany State University, Hampton
University, Virginia Union University, and Fayetteville State University). Based on
interviews with college of education deans, department chairs and students, Littleton
identified several strategies that may contribute to increased pass rates on the PRAXIS I
and PRAXIS II exams, which included:
~ Raising institutional admission standards to attract a better-prepared pooi of
students;
> Providing early interventions for students who are interested in becoming
teachers during their freshman year;
> Collaborating with the Schools of Arts and Sciences to design better
academic programs to meet the needs of the students;
> Requiring student participation in test preparation programs;
> Providing a variety of activities such as tutoring, direct instruction,
supplemental instruction, and computer based instruction to meet students’
needs on different levels;
> Incorporating skill development in writing, reading, and critical thinking
across the curriculum as part of a university-wide effort for skill
development for all students;
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~ Encouraging faculty to preview or take the examinations so they can get a
first had look at the test content;
> Selecting compassionate, competent, and caring faculty, tutors, and staff to
not only teach the content, but to also build students’ self-confidence and
self-esteem;
> Providing adequate facilities and resources such as computer based
instructional sofiware and resource materials to be readily available for
students to use; and,
> Developing a university-wide system for test preparation for all students.
The ETS Educational Policy Institute has worked with HBCUs in the state of
Georgia to help students improve their performance on PRAXIS exams. The institute
has held workshops at these universities in an effort to understand some of the factors
affecting the performance on standardized exams. If HBCUs, along with other
educational agencies, have made and continue to make positive efforts to improve
minority pass rates on teacher certification and licensure exams, then why do disparities
in pass rates continue to exist between minority and non-minority teacher education
students? Specifically, why do African-American teacher education majors continue to
struggle with passing Praxis I?
The Role of Accrediting Agencies in Teacher Education
The National Council for Accreditation of Teacher Education (NCATE) is the
accrediting organization for schools, colleges of education, and departments of
education in the United States. Founded in 1954, NCATE is a coalition of 33
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organizations representing teachers, teacher educators, policymakers, and the public.
These 33-member organizations provide financial support and participate in the
development ofNCATE standards, policies, and procedures. NCATE has claimed that
it benefits education by: (a) ensuring that colleges of education meet external quality
standards; (b) encouraging institutions to modify their programs to reflect changes in
knowledge and practice; (c) providing a common set of national standards;
(d) strengthening institutional self-evaluation and catalyzing program improvement; and
(e) deterring decreases in resource allocations (NCATE, 2006). NCATE currently
accredits 602 teacher education programs in higher education and 54 of those are
HBCUs. In the state of Georgia, there are a total of six HBCUs that have teacher
education programs; Albany State University, Clark Atlanta University, Fort Valley
State University, Morris Brown College, Paine College, and Spelman College. Table 1
shows the institutions whose colleges of education are accredited by NCATE along with
their next accreditation visit. As shown in Table 1, Albany State University, Clark
Atlanta University, Fort Valley State University, and Spelman College are the only
HBCUs in Georgia accredited by NCATE. Fort Valley State University has
accreditation with probation, meaning that its college of education unit has not met one
or more of the NCATE standards and has pervasive problems that limit its capacity to
offer quality that adequately prepare teacher education majors (NCATE, 2006).
Additionally, the Georgia Professional Standards Commission has identified the teacher
education programs at several HBCUs as low performing because of poor student pass
rates on both PRAXIS I and PRAXIS II (GAPSC, 2006). Table 1 identifies Spelman
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Table 1
List ofAccredited Institutions in Georgia as of2006
Institution Accreditation Expiration Date
Albany State University (HBCU) Fall 2008
Armstrong Atlantic State University FaIl 2007
Atlanta Christian College Fall 2011
Augusta State University Spring 2009
Berry College (Accreditation with conditions) Spring 2008
Brenau University Fall 2008
Clark Atlanta University (HBCU) Fall 2008
Clayton College & State University Fall 2012
Columbus State University Spring 2010
Emory University Spring 2006
Fort Valley State University (HBCU) Spring 2006
(Accreditation with probation)
Georgia College & State University Fall 2007
Georgia Southern University Spring 2006
Georgia Southwestern State University Spring 2007
(Accreditation with probation)
Georgia State University Spring 2006
Kennesaw State University Fall 2009
North Georgia College & State University Spring 2009
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Table 1 (continued)
Institution Accreditation Expiration Date
Spelman College (HBCU) (Accreditation with Spring 2006
conditions)
University of Georgia (Accreditation with Spring 2006
conditions)
University of West Georgia Spring 2009
Valdosta State University Fall 2006
Source: National Council for Accreditation of Teacher Education
List of Accredited Institutions in Georgia
College as having accreditation with conditions because its college of education unit has
not met one or more of the NCATE standards; however, the unit is allowed to maintain
its accredited status, but must satisf~’ the condition by meeting the previously unmet
standard within two years (NCATE, 2006). Therefore, it is essential that HBCUs
provide the appropriate academic support programs and services that will adequately
prepare their teacher education majors for PRAXIS I and the teaching profession.
Statement of the Problem
Literature on teacher certification and licensure exams indicates that there are
too many African-American students at HBCUs struggling to pass PRAXIS I (Gitomer,
Latham, & Ziomek, 1999). Deficient elementary and secondary school preparation, low
self-efficacy regarding standardized exams, the limited amount of time for test
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preparation, as well as college transition and adjustment problems are some of the
factors that affect student performance on standardized exams at the higher education
level.
The percentage of pass rates on teacher certification and licensure exams at
institutions of higher education impact the accreditation of the institution’s college of
education, the quality of academic and student support services, and most importantly,
the number of African-American teachers that our nation’s public schools so
desperately need. Many of the teacher education programs at HBCUs in Georgia stand
at risk of being eliminated because these schools do not meet the 80 percent PRAXIS I
pass rate that is required by the Georgia Professional Standards Commission. Loss of
teacher education programs and majors also hurts the overall quality of an institution’s
academic support programs and student services.
Table 2 presents the 2004-2005 pass rates on PRAXIS I by test takers at HBCUs
in Georgia. As previously mentioned, PRAXIS I exams are usually used to determine
whether or not a candidate is admitted into a teacher education program. According to
the data in Table 2, the pass rates of teacher education majors on PRAXIS I at HBCUs
fell below 80 percent. Spelman College had the highest percentage of pass rates in
reading and writing; 71% in reading and 50% in writing. Fort Valley State University
had the highest pass rate in mathematics at 38%. Paine College had the lowest pass
rates in all three subjects; 17% in mathematics, 36% in reading, and 25% in writing. It
would be remiss to use the data from Table 2 alone as evidence that teacher education
majors at HBCUs trail their peers attending non-HBCUs in academic ability, because
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Table 2
2004 — 2005 Pass Rates on PRAXIS I ofPublic and Private HBCUs in Georgia
Number Number Number
Tested Tested TestedHBCU Mathematics Reading Writing
Albany State 27% 227 44% 225 31% 198
University
Clark Atlanta 25% 166 38% 154 34% 147
University
Fort Valley State 38% 151 37% 148 35% 133
University
Paine College 17% 48 36% 45 25% 44
Spelman College 22% 32 71% 34 50% 32
the scores on PRAXIS I alone cannot determine a candidate’s overall qualifications and
academic ability.
Standardized testing has generated more controversy than any other education
reform movement and has become a multi-million dollar industry. Like education, the
testing industry is a big business and many corporate executives, self-serving
politicians, testing companies, and right-wing conservatives have profited from its
revenues (Haney, Madaus, & Lyons, 1993). Operating with the primary purpose of
making money, the testing industry has affected many students’ feelings of self-worth,
Source: Governor’s Office of Student Achievement; 2004-2005 Annual Report Cards
on the Georgia Professional Standards Commission
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administrators’ and teachers’ ratings, students’ access to college, professionals’
entrance into many fields, and most importantly, students’ entrance into teacher
education programs (Spring, 2005).
Because of the emphasis that has been placed on teacher testing, colleges of
education are being held accountable for the quality of teachers they produce (Cross &
Rigden, 2002). Therefore, it is an institution’s responsibility to adequately educate,
nurture and train students, and to encourage creativity, moral development and
character, self-discipline, and resiliency (Gregory, 2003). Because HBCUs have
accepted students who do not fit the typical profile of a college student, it is essential
for these institutions to possess the necessary intervention programs that will not only
help students excel academically, but also strengthen their test taking skills on
standardized exams. According to a survey conducted at Shaw University, 74% of the
students indicated that they would prefer to attend an HBCU because they believe that
they would receive a better education (Sesay, 1998). The survey participants also
reported that HBCUs pay closer attention to the needs of African-Americans, and they
feel more at home among black students and black faculty. Therefore, it is important
that both Education and Arts and Sciences faculty and administrators provide these
students with the necessary academic support programs and services to prepare for and
perform successfully on PRAXIS I.
There are many factors that have been found to influence pass rates on
standardized exams and to be strongly associated with student achievement. These
factors include initial student commitment, test coaching, peer support, and frequency
and quality of faculty-student interaction (Bell & Morsink, 1986). However, a closer
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examination of these variables shows that their influence on PRAXIS I pass rates varies
substantially among institutions. Therefore, practices that have increased student
performance at one institution cannot be automatically applied at other institutions. The
author maintains that college of education deans along with other teacher education
administrators should analyze the specific qualities and characteristics of their own
students. The most beneficial and effective teacher education programs are those that
are developed over time and are based on coordinated activities of continuous research,
evaluation, and policy development. Therefore, this study is designed to address the
problem of student pass rates on PRAXIS I at selected HBCUs, to determine the quality
of teacher education faculty at these selected HBCUs, to examine the possible affects of
psychological characteristics such as perceived self-efficacy and locus of control
regarding the preparedness of teacher candidates who have taken PRAXIS I, to
determine the effectiveness of academic support programs for PRAXIS I preparation,
and to recommend future strategies for improving preparation programs at HBCUs.
Purpose of the Study
Literature on teacher certification testing has indicated that HBCUs have a low
number of teacher education majors, and these students tend to withdraw from the
program because they fail to meet one major program requirement; inability to pass
PRAXIS I (Torres et al., 2004; Memory, Coleman, & Watkins, 2003). Although there
has been a significant increase in the number of African-American teacher education
majors over the past decade, HBCUs have not been able to retain a higher percentage of
teacher education candidates through program completion. Consequently, it is
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imperative that teacher education administrators and faculty be provided with more in-
depth knowledge of the underlying causes of this problem.
Building capacity in teacher education is a nation-wide problem. It is one of the
most important challenges currently facing HBCUs. These institutions need to have a
better understanding of the reasons why some students struggle on standardized exams
and others do not. This type of information would help each institution’s teacher
education administrators develop more effective strategic plans and policies for
improving student pass rates on teacher certification and licensure exams.
Currently, little research has been conducted to assess the effectiveness of
academic support programs and standardized testing issues at HBCUs. Therefore, the
purposes of this study were (a) to address student performance on PRAXIS I at selected
HBCUs, (b) to identify the perceptions of students who have taken PRAXIS I, and
(c) to determine strategies for improving PRAXIS I preparation programs at HBCUs.
Research Questions
With regard to the statement of the problem, and in accordance with the purpose
of the study, the following research questions have been formulated to guide this study:
RQ1: Is there a significant relationship between a teacher education major’s
perceptions of academic program quality and pass rates on PRAXIS I?
RQ2: Is there a significant relationship between a teacher education major’s
perceptions of teacher education faculty quality and pass rates on
PRAXIS I?
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RQ3: Is there a significant relationship between a teacher education major’s
self-reported cumulative undergraduate grade point average (OPA) and
pass rates on PRAXIS I?
RQ4: Is there a significant relationship between a teacher education major’s
perceived self-efficacy and pass rates on PRAXIS I?
RQ5: Is there a significant relationship between locus of control and pass rates
on PRAXIS I?
RQ6: Is there a significant relationship between a teacher education major’s
self-reported Scholastic Assessment Test (SAT) score and pass rates on
PRAXIS I?
RQ7: Is there a significant relationship between the assistance and support a
teacher education major received in high school and pass rates on
PRAXIS I?
RQ8: Is there a significant relationship between the type of academic support
preparation programs offered to teacher education majors and pass rates
on PRAXIS I?
Significance of the Study
Teacher certification exams and teacher preparation are frequently discussed
topics that generate issues of concern for school leaders, teacher educators,
policymakers, and society at large. Research has shown that there is a limited presence
of African-Americans in the teaching profession, and failure to pass certification and
licensure exams has been a major cause of this problem. In his 1987 study on the
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impact of teacher testing on minority teacher education candidates in 19 states, Smith
found that the pass rates for African-Americans were below 50 percent in 16 of the 19
states. Because of the inconsistencies with the data for the other three states—New
Jersey, New Mexico, and Tennessee—Smith found it impossible to make accurate
assessments about the effects of teacher testing on minority candidates. The pass rates
were 14% to 50% for African-American candidates, 39% to 65% for Latino candidates,
37% to 77% for Asian American candidates, and 20% to 70% for Native American
candidates (1987). These findings led Smith to the conclusion that teacher certification
and licensure exams have eliminated minorities from the teaching profession in
disproportionate numbers.
There is little research on the effectiveness of academic support teacher
preparation programs at higher education institutions, and even fewer studies have been
done in relation to African-American students attending HBCUs and PRAXIS I.
Therefore, this study provides an opportunity to investigate and understand the
perceptions of teacher education majors about academic program quality for PRAXIS I
preparation and their perceptions about the quality of faculty working in teacher
education programs. The results of this study could determine whether specific student
demographics such as cumulative undergraduate GPA, perceived self-efficacy, locus of
control, SAT scores, student assistance and support, and academic support preparation
programs have an impact on a teacher education major’s PRAXIS I performance. This
research could also inform teacher educators on how to better address the needs of their
students as well as serve as an assessment tool for preparation programs in teacher
education and certification testing. The results of this study could be used as an
evaluation method for teacher education administrators as well as give insight on
possible reasons that teacher education majors struggle with passing PRAXIS I. The
results of this study could also provide colleges of education with possible ways of
improving PRAXIS I academic preparation programs at HBCUs.
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CHAPTER II
REVIEW OF RESEARCH LITERATURE
The intent of this chapter was to review educational research and literature that
were related to selected variables affecting PRAXIS I pass rates. This review examined
the impact that selected academic and personality factors have had on the performance
and achievement of teacher education majors on PRAXIS I. The literature was outlined
by the history of teacher certification exams and related research on the variables of the
study. The independent variables were academic program quality, quality of teacher
education faculty, cumulative undergraduate grade point average, perceived self-efficacy,
locus of control, SAT score, student assistance and support, and academic support
preparation programs. The dependent variable was PRAXIS I pass rates.
The literature was reviewed under the following headings: The History and
Development of PRAXIS I Exams; PRAXIS I Pass Rates; Academic Program Quality;
Teacher Education Faculty Quality; Cumulative Undergraduate Grade Point Average;
Perceived Self-efficacy; Locus of Control; SAT Score; Student Assistance and Support;
and Academic Support Preparation Programs.
The History and Development of the PRAXIS I Exam
Teacher certification and licensure testing in America can be dated back to
colonial times, when teacher candidates were screened for their moral character, in
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addition to their academic attainments. The first implementation of teacher testing was
noted as early as 1686, when the General Assembly of Virginia requested that the
governor appoint individuals in each county to examine school teachers and
administrators (Haney, Madaus, & Kreitzer (1987). These types of examinations,
known as colonial examinations for teachers, were different from those that are used
today. Teacher candidates were tested on several characteristics which included their
ability to preside over a school, moral character, academic abilities, and classroom
management skills.
By the 1 800s, public education grew at a rapid rate which contributed to the
increased use of teacher certification and licensure exams. These exams were oral and
given once a year. By the end of the 19th century, two major trends in teacher
certification testing evolved. First, systems used for testing teachers were closely
related to the evolving centralization of school governance. Second, the primary topics
of teacher examinations and the foundation for teacher selection were based on
knowledge of what was to be taught, and the moral and social suitability of the teacher
candidates.
Many of the major developments of teacher testing occurred during the 20th
century. By 1900, there was a tremendous growth in the student population in public
schools which led to the centralization of teacher certification and licensure at the state
level. The increased school population also led to the rise of teacher training schools in
America, which contributed to the decline in the use of teacher examinations as a means
of certification and licensure. As a result, a “new-type” of objective tests were
promoted as a means of reforming American education (Haney et al., 1987). Invented
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by Alfred Binet, “new-type” objective tests were popularized by the Army Alpha and
Beta exams during World War I. The Alpha and Beta, group-administered intelligence
and achievement exams, were administered to 2 million examinees and was designed to
sort out examinees based on their relative mental capabilities (Popham, 2002). As a
result, the Alpha and Beta proved to be successful. Because of the apparent success
these “new-type” objective tests, the Alpha and Beta became the prototype for almost
all subsequent educational tests created in the United States, thus giving birth to the
standardized testing movement.
Prior to the development of the PRAXIS Series in 1983, standardized testing in
teacher certification and licensure was created in the early 1 940s and was formerly
known as the National Teacher Examination (NTE). Developed by testing and
measurement specialist Ben Wood, the NTE was a set of standardized exams intended
to aid in the process of teacher selection by providing school officials with a supposedly
objective basis for judging the effectiveness of teachers in the classroom.
Unfortunately, the NTE became one of the most sophisticated, legally defensible forms
of racial discrimination (Baker, 1995). Viewed by many educators as an ostensibly
objective exam that was never shown to be a valid measure of teacher competence, the
NTE was used by school boards in the south to maintain racial salary differentials,
decimate the ranks of African-American teachers and principals, and prevent the
merging of black and white pedagogies in the public schools.
During the mid-1930s, the National Association for the Advancement of
Colored People (NAACP) began a legal campaign to equalize the salaries of African
American educators in the south. Under the leadership of Thurgood Marshall, NAACP
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litigation forced southern school boards to abolish separate and unequal pay for black
and white teachers. By the early 1 940s, new salary schedules for teachers were based
on educational qualifications and teaching experience. The educational attainment of
African-Americans increased significantly in the 1 940s, which made southern school
officials fear that the salaries of black educators would exceed those of whites.
Southern educational leaders and policymakers were determined to maintain unequal
pay between black and white teachers, thus using the NTE as a means to maintain salary
differentials that had been based on race (Baker, 1995). As a result, many black
educators were either demoted or eliminated from the teaching profession.
The newly revised version of the NTE, the PRAXIS I Academic Skills
Assessment, was developed by ETS in 1983. Also known as the Pre-Professional Test
of Basic Skills (PPST), the PRAXIS I exam measures skills in mathematics, reading,
and writing, and are usually used as a requirement for admission into a teacher
education program. Raw scores are reported separately for each subset on a scale of
150-190. The content of these exams covers material that should be learned during high
school and the first year of college (Educational Testing Service, 2004). The PRAXIS I
exam has become the most widely used teacher test in the United States today.
PRAXIS I Pass Rates
While limited studies have examined PRAXIS I pass rates in terms of its effects
on the percentage of minorities entering the teaching profession as well as determining
teacher effectiveness in the classroom, fewer studies have investigated PRAXIS I as it
relates to specific academic and personality factors such as academic program quality,
28
quality of teacher education faculty, cumulative undergraduate grade point average,
perceived self-efficacy, locus of control, SAT score, student assistance and support, and
academic support preparation programs.
Gitomer, Latham, and Ziomek (1999) examined the impact of the PRAXIS
series exams on the pooi of teacher candidates. The study focused on the academic and
demographic profile of prospective teachers and how this profile was affected by
teacher testing. The researchers linked 1977-1995 SAT and ACT college admission test
data with scores from more than 300,000 prospective teacher candidates who took
PRAXIS I and PRAXIS II exams between 1995 and 1997 and compared them by
gender and race/ethnicity. They found that teacher testing was positively influenced by
the average SAT and ACT scores of the prospective teacher pool, while limiting the
overall supply of minority teachers. The pass rates on PRAXIS I for individuals who
also took the SAT differed substantially by race/ethnicity, with white candidates having
the highest pass rate of 82% and African-Americans with the lowest pass rate of 46%.
The PRAXIS I pass rates for other ethnicities who took the SAT were Asian
Americans/Asians (76%), Hispanics (69%), Native Americans (64%) and other (71%).
The researchers also examined the possible affects of raising the cutoff scores on
teacher certification and licensure exams on prospective minority teachers. They found
that raising the cutoff scores on the PRAXIS I and PRAXIS II exams limited the
number of minorities entering the teaching profession, while increasing the number of
White teachers. They found that more than 50% of whites passed PRAXIS I at higher
cutoff scores while only 17% of African-Americans passed PRAXIS I at higher cutoff
scores, decreasing the pass rates by approximately 50%. Their findings led them to the
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conclusion that the prospective teacher pool was highly homogeneous with respect to
race and ethnicity, and that disparities in the pass rates on teacher certification exams
limited the overall supply of teachers by excluding minority teacher candidates,
especially African-American teacher candidates. Also, the results of the study indicated
that there was no evidence that higher cutoff scores produced better teachers,
particularly for students of diverse racial and cultural backgrounds.
Memory, Coleman, and Watkins (2003) supported these observations in their
investigation of the effects of raising PPST (PRAXIS I) cutoff scores on African-
American teacher candidates. The researchers used the university supervisor
evaluations of 161 elementary student teachers and the student teachers’ scores on the
PPST to examine the impact on the teaching effectiveness of newly licensed teachers
that might be predicted to result if a PPST cutoff score is raised by one point.
Specifically, the research questions of the study were: (a) How does a one-point
increase in the score on the PPST reading test affect the predicted teaching effectiveness
of a student teacher? (b) How does a one-point increase in the score on the PPST
writing test affect the predicted teaching effectiveness of a student teacher? (c) How
does a one-point increase in the score on the PPST mathematics test affect the predicted
teaching effectiveness of a student teacher? To answer each of these questions, the
researchers used a linear regression analysis to predict how a one-point increase on all
three subjects of the PPST would affect predicted teacher effectiveness. The
researchers found negative trade-offs in raising basic skills cutoff scores for teacher
licensure of African-American teacher candidates. A major negative tradeoff was that
raising the cutoff scores on each part of the PPST severely reduced the size of the pool
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of qualified African-Americans who desire to enter the teaching profession.
Specifically, the researchers found that a one-point increase on the PPST reading test
qualifying score eliminated approximately 5% of African-American teacher candidates
from entry into teaching; a one-point increase on the PPST writing test qualifying score
eliminated approximately 9% of African-American teacher candidates; and a one-point
increase on the PPST mathematics test qualifying score eliminated approximately 4% of
African-American teacher candidates. The most important negative tradeoff identified
was that because many African-American teacher candidates struggled to meet the
passing score requirements on the PPST, they became discouraged and decided to
pursue majors outside of teacher education.
Wilkins and Jones (1998) analyzed the PRAXIS exam scores of African-
American teacher education majors at an HBCU in Mississippi over a five year period.
Specifically, the researchers explored some of the variables associated with the success
of African-Americans on teacher certification exams in Mississippi from 1993 to 1998.
The study began with the NTE and then transitioned to the PRAXIS series in 1996.
There were several findings as a result of the study. The researchers found that
although there was no difference in the success rates of black candidates on the two
teacher certification exams when compared to national data, the percentage of students
meeting the passing scores on the exams increased of the five year period. The
researchers also found that their sample of African-American teacher education majors
performed significantly lower on the exams when compared to national data. Variables
such as gender, grade level, race, and academic major had no consistent relationship to
the success in meeting cut-off scores. The results of the study led the researchers to the
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conclusion that the introduction of learning strategies, such as the inclusion critical
thinking units and alterations in teaching materials, had a positive impact on the pass
rates of students on both certification exams.
Hicken (1992) investigated the effects of the PRAXIS I (PPST) exam on
aspiring teachers and its effectiveness of predicting students’ subsequent performance in
teacher preparation programs. The first part of the study summarized all Arizona PPST
data from 1985 through 1989, with special focus on minority students. The second
phase examined the relationship between PPST scores and academic performance; in
other words, do PPST scores predict how well a student will perform in a teacher
education program? One hundred students were selected at random that met the
following requirements: (a) the student graduated from a regular undergraduate teacher
preparation program at Arizona State University no earlier that Fall 1989, (b) the
student completed student teaching, and (c) the student had a recorded PPST score and
a recorded Teacher Preparation Assessment System (TPAS) inventory score. Eighty-
one of the 100 students were females and 19 were males. Eighty-nine of the students
were white and 11 were from ethnic minorities. The researcher found that the pass/fail
rates between whites and minorities were disproportionate with a failure rate of 51% for
minorities and 21% for whites. Also, a higher percentage of minority teacher education
students took the PPST more than once; 36% of minorities compared to 22% of whites.
When using PPST score to determine student performance in teacher education
programs, Hicken found no evidence that the PPST could be used to predict students’
subsequent performance in teacher education programs; however, Hicken found that
students who passed the PPST on the first try had a higher GPA than students who took
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the exam more than once to earn a passing score. Like Memory et al. (2003), Hicken
(1992) confirmed that the PRAXIS I exam has been a major barrier for many minorities
desiring to enter the teaching profession.
Tannenbaum, Rosenfeld, and Teryek (1993) examined the transportability of the
PRAXIS I (PPST) and PRAXIS I Computer Based Test (CBT) specification statements
for entry-level vocational education teachers. Specifically, this study determined
whether or not the reading, writing, and mathematics content on both the PRAXIS I:
PPST and the PRAXIS I: CBT were judged to be important by vocational education
teachers who represented the range of specialty areas within vocational education. The
actual test specifications examined in this study consisted of 55 individual mathematics,
reading, and writing statements that were used to develop exam questions for the
PRAXIS I: PPST and the PRAXIS I: CBT. The researchers mailed surveys to 5,610
randomly selected vocational education teachers who were members of the American
Vocational Association (AVA). This sample represented the random selection of 510
vocational education teachers from each of 11 specialty areas. The 11 specialty areas
included: Agricultural Education, Business Education, Employment and Training,
Guidance, Health Occupations Education, Home Economics Education, Marketing
Education, Special Needs, Technical Education, Technology Education, and Trade &
Industrial Education. Of the 5,610 surveys mailed to the vocational education teachers,
2,347 were returned and coded for data analysis; 75 additional surveys were returned,
but not coded for data analysis. The researchers found that all 55 test specifications
received mean ratings of being moderately important (indicated by a rating of 3.00) by
respondents from all 11 specialty areas. Based on their findings, the researchers
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concluded that the test specification statements for the PRAXIS I: PPST and PRAXIS
I: CBT were appropriate for entry-level vocational educational teachers regardless of
specialty area in which they teach.
Morton (1994) analyzed the content validity and predictive validity of the
PRAXIS I exam for Montana educators. Specifically, the researcher compared the
Content Mastery Examination for Educators (CMEE) and the PRAXIS I Academic
Skills Assessment in preparation for selecting a successor to the NTE for initial
certification of Montana Educators. The researcher discussed the background of the use
of teacher certification exams in Montana, and examined the demographic data on
Montana students and certified teachers. The study was guided by the following
research questions: (a) What knowledge, skills, and concepts do CMEE and PRAXIS I:
PPST and Computer-Based exams measure? (b) What will the cost of the new test be to
prospective new teachers? (c) Does Montana want to move its teacher testing into a
new format and offer the test on computer? If so, how much will this add to the costs
and can the current testing centers accommodate computer testing? (d) Do the tests
take into consideration the cultural differences in Montana’s teaching force and public
schools’ student body? (e) What must be done to validate and implement the new test
in Montana? (f) Why is the state mandating a teacher competency test? The researcher
used a comparative analysis to answer these questions, and found that the CMEE was
the only exam that offered a multiple-choice test on pedagogy, with the caveat that there
was no assurance that the person who passes exam will be a good teacher. The findings
of the study indicated that there was more reliance on exams that demonstrated
utilization of knowledge, such as essays to assess writing, and less reliance on exams
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with discrete bits of knowledge. The results of the study led the researcher to the
conclusion that there is a need to include American Indians in the development and
validation of the tests because American Indian teacher education students have more
difficulty passing the teacher certification examination than their White counterparts.
The results of the study also suggest that the State Board should not use a single test
score as a closed gate to teacher licensure.
Educational Testing Service (1998) explored the uses of PRAXIS I and PRAXIS
II pass rates as an evaluation tool for teacher education programs. Specifically, this
background report examined the possible effects of proposals to eliminate the eligibility
for certain federal funding of institutions whose teacher education programs fail to meet
specified pass rates on state teacher certification and licensure exams for their
graduates. To guide their study, the researchers analyzed PRAXIS I and PRAXIS II
aggregated score data from the 1996-1997 testing year to demonstrate how pass rates
based on a test taker’s “first attempt” could affect a teacher education programs’
accreditation status, compared to pass rates based on any number of attempts within a
testing year. The data were aggregated by subject area and percent passing on the first
attempt and last attempt. The subject areas included mathematics, reading, and writing
for PRAXIS I and Elementary Education: Curriculum, Instruction, and Assessment;
English Language, Literature, and Composition: Content Knowledge; Mathematics:
Content Knowledge; Biology and General Science; Social Studies: Content
Knowledge; and Spanish: Content Knowledge for PRAXIS II. The researchers also
provided a description of the PRAXIS I, II, and III exams, followed by a discussion of
scores on the tests, the way ETS reports them, and the variation in states’ qualifying
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scores on these exams. The researchers also defined specific terms that related to this
study; these terms included were qualifying scores, pass rates, and pass on “first
attempt”. Based on their analysis, the researchers found that variation in cut-off scores
existed among states which indicated that a single pass rate requirement would not be
equitably applied across states and would not represent a nationally uniform standard.
The researchers recommended that policy-makers should exercise caution in requiring
minimum pass rates for institutions, because the use of pass rates on teacher licensing
exams as the sole criterion for institutional eligibility for federal funding would be
inconsistent with good professional practice. As a result of their findings, the
researchers recommended guidelines to states to ensure appropriate use of PRAXIS
scores when applied to teacher education evaluation. The recommendations stated that
state agencies should: (a) use multiple criteria that address the program’s own mission
and goals; (b) collect pre- and post- assessment data on the level of student attainment
in order to gauge progress during the program; (c) set attainment goals for program
graduates who are part of the evaluation collaboratively with the institution;
(d) establish a timeline for implementation with each institution and publish information
on test data in the process; (e) demonstrate that test content reflects material taught in
the classroom; and (f) assure that data included in the evaluation are from only those




Cohen (2005) examined the quality of academic preparation programs for
beginning teachers. Specifically, the researcher investigated the relationship between
traditional and alternative certification programs and public school teachers’
preparedness to teach, experiences during the first year of teaching, and job satisfaction.
The findings revealed that preservice training in the preparation and coursework of
pedagogical skills and knowledge were needed by both traditionally and alternatively
certified teachers to achieve positive first year teaching experiences. The results of the
study also revealed that regardless of teacher preparation program, respondents
consistently ranked first year teaching experiences low, indicating a lack of consistent
support and communication. The results further suggested that an active partnership in
education between first year teachers, administrators, and mentor teachers are essential
components ofjob satisfaction.
Crowley (2004) explored the leadership styles of higher education
administrators in academic affairs in their efforts to lead others in advancing
educational excellence following an institution’s adoption of fiscal strategies that can
threaten the known practices for supporting high academic quality. The actions
undertaken for sustaining educational excellence by higher education administrators at
five Midwestern public and private, non-proprietary universities were investigated.
Specifically, the researcher’s main question was: “To the extent that tension exists
between institutional aims for organizational efficiency and educational excellence,
what do administrators do to sustain or enhance high academic quality?” The findings
resulted in the identification of a two-stage theory of administrative actions for
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sustaining excellence that could be reconciled with an institution’s aims for
organizational efficiency. Stage one involved the establishment an institutional vision
for excellence and the linked designs for achieving it; stage two involved administrative
leadership that is constant with an institution’s established vision for excellence. Also,
the researcher suggested that threats to academic quality occurred when tension
between institutional aims for excellence and efficiency go undetected or addressed.
Additionally, the results of the research suggested that diverting administrative attention
and action from academic areas to the areas tied to solving fiscal challenges could also
diminish the educational quality of a college or university (2004).
Blackbird (2004) investigated the impact that teacher education programs have
had on minorities entering the teaching profession. Specifically, the study attempted to
understand reasons why few Native Americans pursue careers in the teaching
profession. The researcher interviewed three professors, two of which were Native
American and several Native American college students were interviewed and
surveyed. The results of the study indicated that many of these students were attracted
to other careers such as business management and land management because the
salaries are higher. Other factors that discouraged interested in teaching included
financial responsibilities, lack of academic readiness, and conflicts arising from
commitments to cultural traditions and beliefs. The results of this study indicated that
there will be a limited presence of Native American teachers in America’s public and
private schools at the K-12 education level because of the low number of Native
American students entering the teaching profession. Although Native American tribes
have developed federally funded tribal community colleges that offer baccalaureate
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degrees in teaching, these teacher education programs need to be developed and
intensified to increase the number of intelligent, creative, qualified Native American
teacher education majors.
Austin (2004) examined the quality of technology for preservice teachers in
fifteen teacher education programs in the state of Colorado. The study also explored the
institutional aims and objectives, mandatory technology coursework, educational level
and institution status of technology instructors, and technology curriculum, pedagogy,
and assessment practices. Using Eisner’s five dimensions of educational environments,
two major findings emerged from the study: (a) there were three different approaches
to technology education of preservice teachers in Colorado’s teacher education
programs; and (b) there was a continuum of technology education experience available
to preservice teachers in Colorado in the programs that required an educational
technology course. The researcher concluded that technology education for Colorado’s
preservice was inconsistent, and that a state-wide technology education strategy would
provide greater access to and equity in technology education for K- 12 students.
Dillon (2004) examined the effectiveness of teacher education programs and
school induction programs in their preparation of teachers for the first year of teaching.
Specifically, the study identified beginning teachers’ perceptions of how colleges and
universities could improve their teacher preparation programs and what school systems
can do to ensure that first-year teachers have a successful and satisfying experience in
the classroom. Utilizing a qualitative approach, the researcher conducted one-on-one
interviews with 20 first and second-year elementary teachers to collect data. During an
intuitive data analysis, several themes that reflected the perceptions of study participants
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emerged from the study: (a) a belief that college classes did not reflect or prepare new
teachers for the “real world” of teaching; (b) feeling overwhelmed by teaching duties
and expectations; (c) positive benefits of mentoring; (d) a desire for more interactive
field experience; and (e) the need for classroom management skills. Based on the
findings of the study, the researcher made the following recommendations for
improving the teacher education programs at colleges and universities: (a) provide
additional opportunities for more interactive field experience, to just observing;
(b) eliminate many of the philosophy classes and research requirements; (c) include
more instruction in dealing with classroom management, including discipline strategies
and effective means of interacting with parents; (d) intensify reading instruction and
(e) provide more course work in special education courses. The following suggestions
were presented in for improving the induction program at the school level: (a) formally
assign a mentor; (b) schedule a time for the principal to meet with new teachers
individually to fully explain school procedures and expectations; (c) hire beginning
teachers earlier in the summer to provide them with more preparation time; (d) furnish
teachers with adequate funds to purchase school materials; and (e) provide release time
to observe veteran teachers.
Kwon (2004) explored the effectiveness of teacher education program reform
efforts to prepare highly qualified teachers for inclusion in the state of Kansas.
Specifically, the study examined general education teachers’ attitudes towards
inclusion, perceptions about teacher education programs, and knowledge about special
education content. To collect data, the researcher used a questionnaire that consisted of
a five-point Likert scale and open-ended questions based upon INTASC standards. The
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questionnaire was administered to 190 Kansas elementary-level general education
teachers. The results of the study indicated that while participants of the study
expressed positive attitudes toward inclusion, teachers were not satisfied about their
preservice preparation for inclusion. Beginning and experience teacher reported that
they possess adequate knowledge about special education content. The results of the
study also indicated that current teacher education programs’ reform efforts to include
more special education content into general teacher preparation were successful. The
findings of the study suggested that research-based special education content, quality
student teaching experience, and competent university faculty should be provided
throughout the preparation process to prepare highly-qualified teachers.
Teacher Education Faculty Quality
Cummings (2004) examined the perceptions of full-time and part-time faculty
regarding quality instruction at several colleges in Alaska. Specifically, this study
focused on faculty perceptions of teacher effectiveness, attitudes and relationships,
curriculum content, use of technology, resource allocation, and professional
development. The researcher distributed surveys to full-time and part-time faculty at
several colleges and universities in the Anchorage area. The results showed that the
perceptions of full-time and part-time faculty regarding quality instruction, indicating a
high level of importance and low levels of satisfaction. There were, however, strong
relationships between teacher effectiveness, resource allocation, and curriculum content
indicating that there was a significant increase in the number of part-time faculty at
many of these colleges and universities. The results of this study indicated that
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university leadership should work towards improving overall quality instruction, as well
as understand the long-term effects of utilizing high levels of part-time instructors at
colleges and universities throughout the United States.
Bunton (2005) investigated the impact of the changing nature of faculty
composition on the extent and nature of time commitment to students. Specifically, this
study examined how the reorganization in the faculty ranks of American higher
education affect faculty roles within institutions and the quality of the postsecondary
education experience. Using the 1999 National Study of Postsecondary Faculty review,
the researcher found that changes in faculty composition at higher education institutions
affected students in negative ways. Because of the increasing number of part-time and
off-track faculty employed by higher education institutions, these faculty spent less time
with students outside the classroom, which was, according to the researcher, an
important piece in determining student outcomes. Results from the study also revealed
that faculty from research institutions showed less time spent with students than faculty,
from doctoral, comprehensive, liberal arts, and two-year institutions.
Cooley (1998) examined the relationship between the quality and effectiveness
of plans to recruit and retain African-American faculty and the number of African
American faculty members employed with teacher education units at colleges and
universities. Additionally, this study also examined the relationships between the
number of African-American graduates, the number of African-American students
enrolled, and the number of African-American faculty members employed in mid
southern universities. The Essential Elements of Recruitment and Retention for Ethnic
Diversity quality indicator scale was developed and used to evaluate the individual
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recruitment and retention plans. The results of the study suggested that higher
education institutions need to expend more effort to recruit and retain African-American
faculty members. The results of the study also indicated that vital steps to overcome
barriers to recruitment and retention of African-American faculty members were
consistently omitted from program plans, and low numbers of employed African-
American faculty are a consequence of this omission.
Chuang (2004) examined the research and development on faculty preparation
for integration of technology for teacher education. Specifically, this study investigated
ways to encourage teacher education faculty to use technology in their teacher
education courses and to sustain efforts in making technology an essential component
across the curriculum in teacher education programs. The results of the study identified
effective faculty development practices and provided information on breaking down
barriers to faculty technology integration into teacher education.
Kessler (2004) investigated the extent to which cooperative learning was used in
teacher education. Specifically, this study explored the extent to which cooperative
learning was used by teacher education faculty, the practicality of its use, and potential
problems and solutions for implementation in teacher education. Based on the results of
the study, the researcher found that that majority of the participants used cooperative
learning frequently, and believed that it was a highly effective way to learn course
material. Some of the problems encountered included students’ lack of commitment
and incentive to complete group work. The findings of the study suggested faculty who
do not use cooperative learning in their teacher education courses were comfortable
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with their current methods an may be resistant to change; and faculty usually do not
have many opportunities to talk to each other about their teaching.
Cumulative Undergraduate Grade Point Average
The research literature on PRAXIS I as it relates to cumulative undergraduate
grade point average focuses on predictive, concurrent, and consequential validity in
terms of criterion for admission into a teacher education program. Concurrent validity
refers to the meaning of scores substantiated externally by the degree to which
empirical relationships with other measures, or lack thereof~ is consistent with that
meaning (Messick, 1995). Predictive validity, a type of criterion-related validity, refers
to the degree to which test scores predict future performance on related tasks; for
example, the degree to which PRAXIS I scores predict student success in a teacher
education program. Consequential validity refers to the social consequences that high
stakes standardized exams have had on ethnic minorities. Examples of social
consequences include fairness and validity.
Mikitovics and Crehan (2002) examined aspects of concurrent, predictive, and
consequential validity evidence of PRAXIS I scores as college of education admission
criteria. The aspects of validity examined included ACT scores, PRAXIS I scores,
undergraduate grade point averages, and student teacher ratings. Specifically, the study
focused on the following questions: (a) What are the relationships among ACT and
PRAXIS I subtest scores? (b) Are PRAXIS I scores a necessary requirement for teacher
education program admission purposes when students’ ACT scores are available for
review? (c) Are PPST scores valid predictors of success in teacher education
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programs? (d) Is there differential impact on various ethnic groups by the use of
PRAXIS I scores? To answer these questions, the researchers collected data on a
southwestern urban university’s college of education students who graduated between
1990 and 1999. Using correlation and hierarchical regression analyses, the researchers
found a concurrent relationship between corresponding PRAXIS I and ACT subtest
scores, but no predictive relationship between PRAXIS I scores and student teacher
ratings, and a weak predictive relationship between PRAXIS I scores and student
undergraduate grade point averages. The researchers also found that a separation based
on PRAXIS I performance existed by ethnicity; minorities scored significantly lower
than non-minorities, excluding minorities from entering the teaching profession. On the
basis of their findings, the researchers concluded that the supply of minority teacher
candidates appeared to be negatively affected by the use of PRAXIS I as a screening
device.
Dybdahl, Shaw, and Edwards (1997) investigated the concurrent and predictive
validity of PRAXIS I. The research questions of the study were: (a) What are the
relationships among the three subtest scores of mathematics, reading, and writing?
(b) How do the three subtest scores relate to selected measures of general education?
(c) What is the predictive validity of the PRAXIS I scores in relation to four outcome
measures of program success? The researchers examined data on 375 teacher education
students who were graduates in teacher education programs at a northern, urban
university between 1986 and 1992. Of the 375 students included in the study, 260
majored in elementary education, 96 in secondary education, and 19 were physical
education majors. The researchers examined concurrent validity in terms of the
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relationship among the three subtest scores in mathematics, reading and writing.
Predictive validity of the three subtests were examined in relation to four outcome
measures of success, including, grade point average, student teaching ratings, local
school district interview scores and post graduation employment as a teacher. The
results of the study indicated that the only outcome measure that had a significant
correlation with PRAXIS I scores was overall post-secondary grade point average.
There was no significant correlations between PRAXIS I scores and achievement in
student teaching, employment interview scores, and post graduate employment within
the state. Based on their findings, the researchers concluded suggested that educators
need to reconsider their rationale and policies regarding basic competency testing for
teachers. The researchers also noted that research has failed to demonstrate any
significant relationship between basic competency exams and other measures of
program success, including success in teaching.
Salzman (1991) examined the American College Test (ACT), PRAXIS I exam,
and college grade point average as predictors of student teacher classroom performance
as measured by three instruments from the Teacher Performance Assessment
Instruments (TPAI). The three measurements of the TPAI used in the study were the
Teaching Plans and Materials Instrument, Classroom Procedures Instrument, and
Interpersonal Skills Instrument. The study addressed the following questions: (a) What
were the relationships between ACT subtest scores, PRAXIS I subtest scores, college
grade point average, and TPAI subtest scores? (b) What are the relative contributions of
ACT scores, PRAXIS I scores, grade point average, gender, age, and paraprofessional
teaching experience to the prediction of student teacher classroom performance? To
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answer these questions, the researcher used data from 610 teacher education students
who completed their student teaching practicum during the fall and spring semesters of
1987-1990 at Idaho State University. There were 356 elementary education majors and
356 majored in secondary education majors. Other majors included special education
and speech pathology. The researcher found that the ACT, PRAXIS I, and grade point
average were weak predictors of actual classroom performance of student teachers
based on the Teaching Plans and Materials, Classroom Procedures, and Interpersonal
Skills instruments of the TPAI. These measures however, were found to be positively
linked to student teachers’ subject matter knowledge and verbal skills. The most
significant correlations were between the PRAXIS I Reading and ACT English with all
other subtest scores and college grades. Based on the findings of the study, the
researcher suggested that these academic measures do not strongly suggest themselves
as criteria for admission into a teacher education program.
Perceived Sei~[Efficacy
Although there have been no studies on PRAXIS I as it relates to a teacher
education candidate’s perceived self-efficacy, limited studies have investigated
perceived self-efficacy as an independent variable. While studies have examined the
teaching self-efficacy beliefs of teacher candidates as it relates to the student teaching
experience, fewer studies have been conducted on the teaching efficacy beliefs of
teacher candidates in terms of classroom performance. Teaching efficacy is defined as
the belief or conviction that one can motivate students and promote learning in a
positive way (Bandura, 1993).
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Liu (2004) compared American and preservice teachers’ teaching self-efficacy
beliefs with those of Chinese preservice teachers. Specifically, the study explored three
areas of teaching efficacy: (a) participants’ motivations to become teachers,
(b) their perceptions about characteristics, and (c) their teaching self-efficacy beliefs
about content knowledge, pedagogical knowledge, and classroom management. The
study was conducted at two comprehensive universities: one in the United States and
the other in China. The researcher used both Pre- and Post-Student Teaching Surveys
to collect data. Survey respondents included 191 American and 125 Chinese preservice
teachers. The results of the study revealed three types of motives for becoming
teachers: (a) Chinese preservice teachers preferred social position and financial
compensation, (b) American preservice teachers emphasized more about personal
interest and self-growth, and (c) both American and Chinese preservice teachers
perceived job security, family influence, and summer/winter vacations as similarly
important to their choices. Mean scores of teaching self-efficacy beliefs increased by
4.853 after student teaching. The in-depth interviews revealed three patterns:
(a) teachers were beginning to be revered highly in both cultures; (b) teachers were not
perceived as highly as they should be, and (c) there still exist some bias against primary
teachers. Results of the study suggest that teacher education programs and teacher
educators in both countries should closely examine the teaching self-efficacy beliefs of
teacher education candidates.
Hebert, Lee, and Williamson (1998) examined the impact of teaching experience
on teaching efficacy. Specifically, the study explored teachers’ perceptions,
explanations for efficacy beliefs, and the factors they perceived to impact their own
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sense of teaching effectiveness. The following research questions were used to guide
the study: (a) How do efficacy ratings change as a function of teaching experience?
(b) How do experienced teachers and teacher education students explain the reasons for
their efficacy beliefs? (c) What external factors do teachers and teacher education
students perceive to impact their abilities to influence student learning? To collect their
data, the researchers used a modified version of the Teacher Efficacy Scale and open-
ended questions eliciting explanation for teacher ratings and perceptions of external
factors which impact their sense of teaching efficacy. Survey respondents included 83
teacher education candidates and 156 experienced teachers from the state of Louisiana.
The results of the study revealed that teacher education candidates rated the external
dimension of teacher efficacy, the impact of elements outside the classroom on
students’ behavior and performance, lower than did experienced teachers. Both
preservice and experienced teachers cited (a) characteristics of students, such as poor
classroom behavior and lack of motivation; (b) characteristics of the school context;
(c) characteristics of students’ home and community environment; and (d) issues in
contemporary society which exerted negative influences on students’ academic habits
and achievement, and tended to lower efficacy expectations. Open-ended item
responses of preservice and experienced teachers differed in ways that highlighted the
experiential nature of efficacy expectations. Preservice teachers cited the negative
influences of students’ home lives and administrative mandates more often than did
experienced teachers, while the reverse was true for factors related to school context.
These findings led researchers to the conclusion that teachers’ efficacy beliefs were
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likely to change over the course of a teaching career, and in part, are a function of
teaching experience.
Soodak and Podell (1997) investigated the development of teacher efficacy over
time and at two levels of teaching using a cross-sectional approach. Specifically, the
study explored two aspects of teacher efficacy: personal efficacy, the belief that one
can affect change in students, and teaching efficacy, the belief that teaching can
overcome the effects of outside influences. In addition, the study also examined
whether different patterns existed between teachers working at the elementary and
secondary levels of education. Study participants included 169 preservice teachers and
457 practicing teachers in the greater New York metropolitan area. Of the total sample,
490 were female and 136 were male. The results of the study revealed that the personal
efficacy of preservice teachers was quite high during their fieldwork and student
teaching experience; during the first year of teaching, however, their sense of their own
effectiveness fell precipitously. Over the course of many years, elementary level
teachers recovered their confidence; however, efficacy beliefs appeared to never reach
their preservice levels. The researchers also found that differences over time among
secondary education teachers, although similar, were far less dramatic. The results of
the study suggest that elementary teachers’ expectations about their impact on children
were inflated, prior to entering the teaching profession. The results of the study also
suggest that elementary-level teachers could face experiences that could significantly
damage their beliefs about their own abilities during the first years of teaching. The
findings of the study indicated that the dramatic drop in personal efficacy among new
teachers places responsibility on teacher educators and school administrators to help
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teacher candidates develop and maintain realistic expectations by providing them with
meaningful pre-professional field experiences and by supporting them in the first years
of their professional work.
Laskey (2004) investigated the motivational and personality factors that
positively and negatively affected the achievement and retention of at-risk college
students. Specifically, the study assessed the influence of self-efficacy, meta-cognition,
and personality traits on at-risk college students’ academic performance and
persistence. To guide the study, the researcher proposed that by studying the factors
that affect the academic performance of at-risk students, colleges and universities would
learn how to assist these students in attaining a successful college career. The
participants of the study included 105 male and female students enrolled at a small
Midwestern University, whose ages ranged from 18—59. The researcher collected data
through personal interviews and the use of two questionnaires, The Motivated Strategies
Learning Questionnaire and the NEO Five-Factor Inventory (NEO-FFI). The NEO-FFI
included the following factors: Neuroticism, Extraversion, Open-ness to Experience,
Agreeableness, and Conscientiousness. The findings of the study indicated that self
efficacy, meta-cognition, and the personality trait of conscientiousness were important
factors that influenced at-risk students’ academic achievement and retention. The
findings of the study led the researcher to the conclusion that colleges who admit at-risk
students need to establish possible interventions and programs that will assist them in
their endeavors of achieving academic success.
Woolford-Singh (2004) explored the relationships among reading/writing self
efficacy beliefs and reading/writing standardized placement test scores of diverse
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community college freshmen. This study also examined the sources of students’
reading/writing self-efficacy beliefs through the descriptions of experiences they fell
have influenced those beliefs. The following research questions were addressed in the
study: (a) What is the strength of the relationships among reading/writing self-efficacy
beliefs and reading/writing standardized placement test scores of diverse community
college students? (b) Is there a difference in the strength of relationships among the
scores of reading/writing self-efficacy beliefs and scores on standardized
reading/writing placement tests of diverse community college freshman writers?
(c) How do diverse community college freshman writers describe the experiences they
think explain the relationships among their writing self-efficacy beliefs and their
standardized writing placement test scores? Data for this study was collected using
both quantitative and qualitative methods. The results of the study indicated that
African-American students overestimated their reading and writing self-efficacy beliefs
to a greater degree than Caucasian students. For Caucasian students, a positive
statistically significant relationship existed among their reading/writing self-efficacy
beliefs scores, while a similar statistical relationship did not exist for African-American
students. After interviewing 19 college freshmen, the researcher found that a strong
difference exited in the relationship of language at home and at school for both
Caucasian and African-American students. The findings of the study led the researcher
to the conclusion that monolingual functions caused African-American students
experienced identity conflict and stress, while Caucasian students, on the other hand,
experienced no experiences of conflict and stress.
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Locus ofControl
While the research studies on locus of control as it relates to PRAXIS I are
single in number, fewer studies identif~i locus of control as an independent variable.
Limited studies have investigated locus of control as it relates to the student teaching
experiences of teacher education candidates, and their overall attitude toward teaching
as a career.
White (2004) examined locus of control and preservice teachers’ perceptions of
testing and measurement training with the purpose of improving the quality of teacher
education at Southern Illinois University at Carbondale. Specifically, the study
investigated the relationships between locus of control, attitude toward statistics, IQ,
sex, time of data collection, and performance on tests and measurement questions.
Participants of the study included 105 undergraduate preservice teachers enrolled in the
teacher education program. Of the total sample, 70 were female and 35 were male. The
researcher utilized four instruments to collect data: the Rotter’s Internal-External Locus
of Control Scale, the Survey of Attitudes Toward Statistics, the Quick Test, and the
Survey of Attitudes Toward Statistics used specifically to collect demographic
information. The results of the study revealed that there was no significant relationship
between locus of control and attitude measures with respect to time of data collection.
There were, however, significant relationships between attitude and performance, when
examined in isolation. There were also significant relationships between performance
and locus control, and also between locus of control and gender.
Norton (1994) investigated reflective thinking in preservice teachers as it related
to creative thinking and locus of control. The following research questions were the
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guiding framework of the study: (a) Is there a relationship between the reflective
thinking of preservice teachers and their creative thinking abilities? (b) Is there a
relationship between the reflective thinking of preservice teachers and their locus of
control orientations? (c) Given the independent variables of creative thinking and locus
of control, what are the best predictors of reflective thinking in preservice teachers?
The participants of the study included 12 (eleven female and one male) preservice
teachers enrolled at a private university in the southeast. Of the 12 participants, seven
were early childhood education majors and five were secondary education majors; two
had a concentration in English and three concentrated in social studies. The researcher
used the triangulation method to collect the data. The first instrument, The Pedagogical
Acquisition and Conceptual Development Taxonomy of Teacher Reflective Thought
(RPT Taxonomy) was used to assess the reflective thinking abilities of preservice
teachers as evidenced by their weekly journals. The second instrument, the Torrance
Tests of Critical Thinking Verbal Form A, was used to obtain empirical measures of
participants’ creative thinking abilities. The Locus of Control Scale for Teachers, the
third instrument, was used to determine participants’ locus of control orientations. The
results of the study indicated that locus of control was a significant predictor of
reflective thinking. However, none of the independent variables, alone or in
combination, were consistent predictors of reflective thinking. The researcher
concluded that reflective thinking, creative thinking, and locus of control of teacher
education majors were related and considered to be qualities of an effective teacher.
The researcher also concluded that the use of a weekly journal and small group
instruction within teacher education programs stimulated reflective thought in
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preservice teachers, and should therefore be a vital part of the teacher education
curriculum.
Pigge and Marso (1997) investigated locus of control along with other selected
academic ability indices of 117 teacher candidates as they progressed through
preparation and the initial years of teaching. Specifically, the study was designed to test
the following hypotheses: (a) Attitude toward teaching as a career will change as the
teacher candidates progress from the commencement of preparation, to the completion
of student teaching, and to the culmination of their first five years of classroom
teaching; (b) Attitude toward teaching as a career will be related to the academic ability
of the teacher candidates as indicated by their student teaching performance ratings,
university and education grade point averages, American College Test scores, and
Comprehensive Test of Basic Skills scores; (c) Attitude toward teaching as a career
will be related to personal attributes of teacher candidates as indicated by their gender,
grade level of instruction/major (elementary and secondary), earliness of their decision
to choose teaching as a career (prior to, during, or after high school), the presence or
absence of teachers in their absence, their personality preferences, and to their locus of
control orientations. To test their hypotheses for this longitudinal study, the researchers
used mixed model two-way ANOVA procedure. The results of the study revealed that
the attitude toward teaching of the neophyte teachers remained stable and positive
during teacher preparation, but were less positive near the end of their fifth year of
teaching. The results of the study also revealed that ACT scores, Rotter’s locus of
control, Myers-Briggs Type Indicator preferences, gender, grade level of instruction,
when the decision to teach was made, and initial degree of assurance about becoming
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teachers were all associated with attitude toward teaching as a career. Also, university
and education grade point averages, Comprehensive Test of Basic Skills, and student
teacher performance ratings were not associated with attitude toward teaching.
Scholastic Assessment Test (SAT) Score
While numerous studies have examined SAT scores in terms of content validity
and reliability, limited studies have been conducted on the SAT in terms of predicting
the overall academic performance of individuals attending college. Fewer studies have
focused on the use of SAT scores as a predictor of a teacher candidate’s performance on
PRAXIS I.
Livingston (2000) investigated the predictive relationship between SAT scores
and success on PRAXIS I. Specifically, the study determined the required score that a
teacher education candidate had to earn on each portion of the SAT as a condition for
granting exemption from taking PRAXIS I. The study was conducted in response to a
request to help in establishing decision rules for exemption prospective teachers from a
proposed testing requirement in the state of Indiana. The requirement was that
prospective teachers demonstrate mastery of basic reading, writing, and mathematics
skills, by earning specified scores on PRAXIS I. The researcher linked 1977-1995 SAT
college admission test data with scores from prospective teacher candidates who took
PRAXIS I between 1994 and 1997. The result was a matched file of data from nearly
35,000 examinees who took both the SAT and PRAXIS I. Using logistic regression to
analyze the data, the estimated conditional probability of passing PRAXIS I reading and
mathematics scores for prospective teachers with SAT verbal and mathematics scores
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raging from 300 to 700 rises as low as .10 to greater than .99 as the SAT scores
increased from 300 to above 600. The findings of the study revealed that SAT scores
can be used to predict the success on the PRAXIS I reading and mathematics exams.
The results of the study also revealed that one factor that affected the relationship
between SAT scores and PRAXIS I scores was the time interval between the two
exams, which indicated that making the exemption score depended on the number of
years since taking the SAT could be administratively difficult and politically sensitive.
Latham, Gitomer, and Ziomek (1999) investigated the relationship between SAT
scores and PRAXIS I pass rates. Specifically, the study compared the SAT scores of
test takers who passed the PRAXIS I with baseline numbers of college bound seniors in
1997 by ethnicity. The results revealed that teacher candidates of color who passed
PRAXIS I had scores much higher than the average scores of their ethnic groups in the
entire SAT population. For example, the average SAT verbal score for African-
Americans was 434 and mathematics was 423, while for those who passed PRAXIS I
they were 474 on verbal and 456 on mathematics. The corresponding SAT scores for
Latino Americans who passed PRAXIS I were 490 on mathematics and 506 on verbal.
Based on their findings, the researchers concluded that (a) PRAXIS I pass rates differ
substantially by race and ethnicity; (b) the relationship between SAT scores, grade point
averages, and pass rates on PRAXIS exams were fairly consistent; (c) across ethnic
groups, candidates who had higher college admission tests and grades in course work
passed licensure exams at a higher rate; and (d) candidates from all ethnic groups who
passed PRAXIS exams had higher SAT scores than those who did not. These findings
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also led researchers to the conclusion that the PRAXIS exams exclude minorities from
the teaching profession making the pooi of prospective teachers homogeneous.
Blue, O’Grady, Toro, and Newell (2002) examined the relationship among SAT
scores, PRAXIS I and II scores, and grade point average of students enrolled in an
undergraduate teacher education program. Additionally, the study also described
possible preliminary efforts to develop an instrument to assess teaching skills and to use
it to test the relationship between documented teaching skills and the documented
variables of the study. The following research questions were addressed in the study:
(a) Does added preparation in the content taught help make a person a better teacher?
(b) Do higher grade point averages, SAT or ACT scores, PRAXIS I and II and other
state assessment scores predict success of teachers in the P- 12 classroom? Study
participants included 328 teacher education students from Elizabethtown College
between 1994 and 2001. Of the 328 participants, 37 were male and 291 female who
had who earned baccalaureate degrees in elementary and early childhood education. To
collect their data, the researchers used SAT verbal and math scores, GPA afier one year,
final OPA, and scores from PRAXIS I, and the following PRAXIS II exams: K-6
Education in the Elementary School, Elementary Education: Curriculum, Instruction,
and Assessment, and Early Childhood Education. This data was used to divide the
participants into three groups: high, middle, and low. The results of the study revealed
differences among the correlation coefficients for the high middle, and low groups.
There were strong correlations between total SAT scores and final GPA, between total
SAT scores and PRAXIS test scores, and between final OPA and PRAXIS scores for
the high and middle groups. For the low group, however, SAT, grade point average,
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and PRAXIS scores were not necessarily good predictors of individual success. The
researchers concluded that the low groups were the ones who would suffer the most at
the hands of state law and institutional requirements regarding SAT scores, grade point
average, and state licensing test score requirements. The findings also led the
researcher to the conclusion that although members of the low group showed that they
can exceed expectations if given the opportunity, these groups of students were often
denied the opportunity to enroll in and/or attempt to complete a certification program
because of new ever-increasing standards.
Student Assistance and Support
Although there have been no studies on PRAXIS I as it relates to student
assistance and support, limited studies have examined student assistance and support in
terms of a high school student’s decision to attend college. Fewer studies have
examined student assistance support in relation to the educational and financial impact
on African-American high school students’ decision to attend college.
Wooden (2005) investigated the experiences of African-American high school
students attending a predominately African-American high school in Southwest
Georgia. Specifically, the study explored how African-American students experienced
their high school course selection, academic and financial preparation for college, and
subsequent decisions about attending college. This study also examined the role of
academic preparation, timing of decisions, finances, and the role that family, teachers,
guidance counselors, and community played in the process. Using a bounded case
study with ethnographic analysis to collect data, findings of the study were the
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following: (a) The African-American tradition of caring, cross-generation uplift, and
faith communities continued to exist in Urban City High Schools, though it appears to
be diminishing; (b) Strong differences existed between college preparatory and
vocational/career technical students relative to knowledge of educational tracking
procedures; (c) Students did not feel that counselors provided adequate assistance in the
college decision-making process; and (d) Overwhelmingly, students and their families
had no plans or preparation for financing college. The results of the study led the
researcher to the conclusion that institutions of higher education that partner with urban
high schools should provide greater access to information on college and increased
counselor support of college aspirations.
Davis (2004) examined the identity development of African-American high
school students between the ages of 14 and 17 who experienced their education in
predominately white settings. The focus of the study was to determine if a correlation
existed between: (a) African-American adolescent racial identity and cultural mistrust,
and (b) if a correlation existed, how this might impact educational leaders who were
interested in creating an ethical and positive educational environment for those students.
Using the Racial Identity Attitude Scale (RIAS) and the Cultural Mistrust Inventory
(CMI) to collect data, the researcher found that educational leaders, such as
superintendents, principals, assistant principals, guidance counselors, and those who
were interested in creating an ethical educational environment, had a positive impact on
the educational experience of African-American students. The findings of the study led
the researcher to the conclusion that African-American high school students who have
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had positive influences in their life, along with positive parental involvement, were
more likely to attend college.
DeLarge (2003) explored the college decision making process of African-
American high school students from low income families. Specifically, the study
determined the factors that influenced the decision making process to participate in
higher education for African-American students from low income families. The
researcher used a qualitative case study approach to collect data, and examined the
theories of social, cultural and human capital as they relate to decision making and
college participation. The study participants included sixteen high school seniors, eight
male and eight female, who attended the same public urban high school. The results of
the study revealed that family, friends, student achievement, school personnel and
elements of social, cultural and human capital played an essential role on the college
decision making process and the post high school plans of these students. Other factors
such as peer allegiance and peer influence, feelings of under-preparedness, apathy,
family obligations and, to some extent, college cost also played a role in a student’s
decision not to attend college.
Taylor (2003) examined the past and present social, educational, and financial
barriers to African-Americans’ access to and success within United States higher
educational institutions. The study also identified and recommended ways of
ameliorating those barriers for African-American students in the future. The
participants of the study included African-American higher education administrators.
Based on the responses to a cross-sectional designed questionnaire by survey
participants, the researcher found that possible factors that contributed to the
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impediment of the access and success of African-Americans in higher education
included substandard K-12 preparation; inadequate academic and social support;
insufficient financial planning, resources, and opportunities; and affirmative action-
based admissions and financial aid policies and programs. The results of the study
suggested that student assistance and support, especially during the junior and senior
years of high school, played a vital role in a student’s decision to attend college as well
as in their academic success.
Academic Support Preparation Programs
Much of the research literature on academic support preparation programs in
higher education focuses on student attrition and at-risk students. While the studies on
academic support preparation programs as they relate to PRAXIS I and other teacher
certification exams are limited number, they continue to resonate a high degree of
concern among stakeholders of the education community.
Nugent (2005) examined the effects of a PRAXIS I preparation program on
PRAXIS I test scores among students attending a historically black university.
Specifically, the purpose of the study was to determine the impact of a PRAXIS I
preparation program on PRAXIS I test scores among 82 (60 % female and 40% male)
teacher education candidates who attended the University of Maryland Eastern Shore.
The following research questions were used to guide the study: (1) Is there a difference
between pre- and post-test scores among student on the PRAXIS I test? (2) Is there a
difference in pre- and post-test scores among students participating in a structured
versus an unstructured test preparation group when the groups are combined? (3) Is
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there an effect on the interaction of group structure and time on the PRAXIS I scores?
The participants, 70% of whom were African-American, were enrolled in a PRAXIS
preparation course entitled Introduction to Contemporary Education which was either
led by self-direction or instructor-direction during the fall 2003 and spring 2004
semesters. The self-directed course was classified as the unstructured preparation
course, and the instructor-directed course was classified as the structured preparation
course. Using a 2 X 2 mixed MANOVA and univariate ANOVA analysis, the
researcher found that students who participated in the structured test preparation
program scored significantly higher than students who were in the unstructured, self-
directed program. Also, students who prepared for the PRAXIS I structured, instructor-
directed classroom settings scored significantly higher on the PRAXIS I Mathematics
test than Reading and Writing tests. Based on the findings of the study, the researcher
recommended that similar studies should be conducted at other HBCUs to increase the
reliability of the findings of this study. The researcher also recommended that the
University of Maryland Eastern Shore should align their math, reading, and writing
curricula with PRAXIS requirements to possibly further increase the pass rates on
PRAXIS I.
Okonkwo and Holmes (2003) analyzed the impact of a multi-faceted academic
support program model on student success, performance, and retention in teacher
education at an HBCU in Georgia. Specifically, the study determined whether the
development of an innovative academic supplemental instruction program at Albany
State University had a positive impact on the achievement of teacher education
candidates on PRAXIS I. The Supplemental Instruction (SI) Program targeted
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addressing issues associated with students passing PRAXIS I. The study, however,
focused only on the mathematics portion of PRAXIS I. The objectives of the SI
program were to increase participant’s content knowledge of mathematics and to
enhance the capacity of prospective teacher education students in basic mathematics
concepts. Participants in the study were students who had taken the PRAXIS I
examination previously and did not meet the required pass rate. The findings of the
study revealed that Supplemental Instruction for PRAXIS I was successful in enhancing
student preparation, performance, and the confidence to do mathematics, and
subsequently pass the PRAXIS examination. The results of the study also revealed that
the program achieved an additional 10% retention rate in teacher education. The
success rate on PRAXIS I increased by 37% in the fall of 2001, and a 38% increase by
the spring of 2002. The researchers concluded that collaborative efforts between
College of Education faculty and Arts & Sciences faculty have played a major role in
helping students prepare for the examination.
Gosa (2001) examined the effects of a PRAXIS Series preparation course on the
PRAXIS I performance of community college students majoring in education. The
following questions were addressed in the study: (a) Is there a statistically significant
difference between the PRAXIS I reading subtest scores of students who participated in
a PRAXIS Series preparation and students who did not participate in a PRAXIS
preparation course? (b) Is there a statistically significant difference between the
PRAXIS I math subtest scores of students who participated in a PRAXIS Series
preparation course and students who did not participate in a PRAXIS Series preparation
course? (c) Is there a statistically significant difference between the PRAXIS I writing
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subtest scores of students who participated in a PRAXIS Series preparation course and
students who did not participate in a PRAXIS Series preparation course? The
participants of the study were 120 sophomore teacher education majors at Hinds
Community College. Using the Solomon four-group research design to collect data, the
researcher randomly assigned the participants to one of the four conditions. Groups 1
and 2, the treatment groups, participated in the PRAXIS Series preparation course for
four hours every Saturday for eight weeks. Groups 3 and 4, the control groups, received
no treatment. Groups 1 and 3 took the pretest, and the post-test was administered to all
groups. The instruments used for the pretest and post-test were retired copies of the
PRAXIS I exam that were published by ETS. The researcher found that the PRAXIS
Series preparation course significantly improved the reading, math, and writing subtest
scores of the students who participated in the preparation course. The results of the
study led the researcher to the conclusion that if test preparation courses were offered at
more minority serving institutions, then the pooi of qualified applicants to teacher
education programs would increase.
Littleton (2002) investigated the effects of academic support preparation
programs for PRAXIS Preparation at four HBCUs. Specifically, the study examined
each school’s preparation program in term of its mission, purpose, organizational
framework, program design, facilities, leadership and staffing, funding and institutional
support, challenges, the impact upon curriculum, policy issues, lessons learned, and
PRAXIS I and PRAXIS II passage rates. The HBCUs included in the study were
Albany State University, Hampton University, Virginia Union University, and
Fayetteville State University. To understand the maj or themes of each institution’s
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preparation program, the researcher conducted site interviews with the education deans
at Hampton and Albany State University and telephone interviews with the education
deans and key personnel at Virginia Union and Fayetteville State University. Based on
the interviews conducted with school of education deans, department chairs, and other
personnel involved with the PRAXIS Preparation Program at the four HBCUs, the
researcher found that several challenges existed regarding resource needs, student
responsibility issues, intra-institutional support, image concerns. Some institutions
indicated that funding for more facilities and staff were needed to adequately support
program activities. The researcher found that the interviewees felt that many of the
teacher education students could demonstrate more responsibility in passing state
licensure examinations. Also, faculty members felt that students did not take the
PRAXIS I examination seriously and students did not use the preparation laboratories
consistently. The findings of the study led the researcher to the conclusion that if more
indicators, such as a teacher candidate’s cumulative GPA and student teaching
evaluation, were used for teacher certification and licensure in addition to a single test
score on a standardized exam, then the probability of identifying and selecting a teacher
of quality would be enhanced exponentially.
Nettles and Millett (2002) examined the challenges that HBCUs faced preparing
teacher education majors for state certification and licensure exams. Specifically, the
study explored the effects of teacher certification and licensure requirements on teacher
preparation programs at HBCUs, the benefits of new licensure and certification
requirements to HBCUs, the knowledge and views of HBCUs about the effects of new
requirements upon the production of higher quality teachers, and the support needed by
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HBCUs to produce higher quality teachers. To collect data, the researchers used a
survey instrument to ascertain the opinions, awareness, conditions, and beliefs of 34
education deans, faculty, and Title II coordinators at 33 HBCUs. The survey instrument
was divided into eight sections, which included: (a) respondent background, (b) state
and district level licensure and certification, (c) school district licensure and
certification, (d) school/college standards, (e) teacher preparation at respondents’
school/college/department, (f) teacher certification test preparation, (g) student
performance in the workplace, and (h) expanding the teacher pipeline. The researchers
found that HBCUs had limited involvement and influence in important state and district
standards setting and in national test development. The respondents indicated that 71%
of the HBCUs required PRAXIS I and II for teacher certification and licensure. The
majority of the respondents believed that student pass rates on teacher certification and
licensure exams were a poor indication of the quality of their teacher program. The
results of the research suggest that each HBCU was making a large investment of its
faculty and instructional time and resources toward helping students prepare for teacher
certification and licensure exams. Also, the results of the research indicated that the
challenges to be most acute in these teacher education programs were in the following
areas: (a) resources needed by HBCUs to improve quality their teacher education
programs, (b) greater public leadership by HBCU administrators in setting and
measuring standards, and (c) tracking alumni performance in order to establish the
effectiveness teacher preparation programs. The researchers concluded that by
improving these three aspects of teacher education programs at HBCUs could reduce
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the achievement gaps between African-American and White students in America’s
schools.
Fenwick (2001) analyzed the impact of academic support preparation programs
on teacher education candidates at HBCUs in the south. These programs, developed by
the Southern Education Foundation (SEF), were established to assist colleges of
education at HBCUs in increasing the supply, quality, and diversity of the nation’s
teaching force. The Southern Education Foundation (SEF) has held a long-term
commitment in increasing educational opportunity, promoting the professional
development of African-American teachers, and diversif~iing the teacher pipeline in the
South. The Southern Expansion of the Pathways to Teaching Careers Programs seemed
to have had the greatest impact on the teacher pipeline and the overall performance of
African-Americans on teacher certification exams. Established in 1992, the Pathways
Program produced more than 1,000 teachers for hard-to-staff schools in six Southern
states: Alabama, Florida, Georgia, Louisiana, Tennessee, and Virginia (Fenwick,
2001). The Pathways Program diversified student enrollment in teacher preparation and
the teaching force in the south. Most importantly, the Pathways Program had a positive
impact on the scores of African-American teacher education majors on teacher
certification exams. Pathways scholars at HBCUs had achieved higher pass rates on
PRAXIS exams than students who were not Pathways Scholars (SEF, 2001). The
findings of the research revealed that the factors that contributed to successful
performance on certification exams were early exposure to course material aligned with
NCATE standards and the certification exam; a nurturing, accessible, and sturdy safety
net; and a required PRAXIS/state certification test-preparation course.
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Smith (1993) explored the perceptions of African-American students in their
participation in an academic support program at a Historically Black University in the
South. Specifically, the study was intended to provide an inside view of the remedial
classroom and under-prepared African-American students’ interpretations of certain
practices that may impact their potential for educational success. The purpose of the
study was two-fold: (a) to provide data that contribute to effective practices for
remedial or academic support programs designed to enhance the basic skills of under-
prepared African-American students who needed transitional development in a post-
secondary setting and (b) to offer recommendations of strategies, programs and
proposals that will enhance pre-matriculation efforts and the academic preparation of
African-American students who seek higher education. The results of the study
revealed that the mandatory participation in academic support programs and students’
perceived value of their participation had a positive impact on students’ academic
success and persistence at the university.
Patterson (2004) investigated the relationship between the student support
programs and the positive outcomes of at-risk students. Specifically, the study analyzed
the differences that existed in grade point averages and retention rates of participants
inside the student support services program as compared to students outside the
program at Southern Illinois University Edwardsville. Computerized records served as
samples for the study and were matched on ACT scores, high school grade point
averages, and first-generation and low-income classification. The findings of the study
indicated that the mean value of grade point averages for both freshman and
sophomores inside the program was higher than that of students who were not in the
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program. The results led to the conclusion that there was a meaningful difference in the
retention rate of students receiving the services compared to those who did not.
Robinson (2004) examined the open enrollment policies used by one HBCU to
address and provide educational opportunities for underprepared African-American
students. The following research questions were addressed in the study: (a) Why does
Benedict College, an HBCU in Columbia, South Carolina, use an open enrollment
admissions policy? (b) How does Benedict College, through its open enrollment
admissions policy, provide access and support to underachieving high school students?
(c) How do underachieving high school students who are provisionally admitted to
Benedict College successfully negotiate the higher education experience? To collect
data, the researcher combined participant interviews with archival and current document
reviews. The findings of the study revealed that there is a need for the continued
existence of HBCUs and for the implementation of appropriate policies to assist
academically challenged students at other types of schools. The researcher suggested
that Benedict’s policies could be modeled for effectively working with these types of
students and concluded that HBCUs should expand their mission of effective work with
under-represented students beyond their current focus.
Sokenu (2004) explored the motivation factors among at-risk students at a rural
community college. Specifically, the researcher examined the academic performance of
45 students enrolled in an academic support program at Quinebaug Valley Community
College in Connecticut. The program, known as the Opportunity For Success Program,
is a retention program designed for at-risk students between ages 17—21. The following
research questions were used to guide the study: (a) Is it possible for at-risk students
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attending a rural community college to succeed in attaining their stated academic goals
if exposed to a retention program customized to suit the needs of students attending
their type of institution? (b) What role does a student’s motivation to succeed play in
his or her decision to pursue achievement behavior in college? (c) Are academically at-
risk learners aware of behaviors that limit their success in the classroom? (d) If so,
what affective and cognitive variables determine individual success and to what extent
can these variables be screened for on entrance? To answer these questions, the
researcher administered the LASSI and Trice Locus of Control inventory to 45 students
who attended Quinebaug Valley Community College. The researcher also conducted
two 90-minute in-depth interviews with 26 of the 45 participants. The findings of the
study revealed that at-risk students were aware of the behaviors that limit their success.
Successful at-risk students possessed a variety of strategies to cope with academic
challenges, while low achieving students developed theories to explain their failure to
succeed. The results of this research indicated that failure, like success, was a habit
learned over time and context dependent; the high school experiences of underachieving
participants demonstrated that they were often unmotivated to succeed in the classroom
because they lack the interest to invest in academic endeavors. The results of the study
led the researcher to the conclusion that educators should assist at-risk students to
overcome their fear of failure by increasing their ability to self-regulate learning, set
goals, and evolve a healthy self-concept. The findings of this study also suggest that the
desire to persist, information processing, and attitude towards learning play a major role
in a student’s decision to pursue positive academic behavior.
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Summary
Teacher certification testing has generated numerous criticisms regarding its
impact on minorities and its utility in determining teacher effectiveness. The failure
rates on teacher certification exams and the corollary negative effects have been
stronger for African-Americans attending HBCUs than for those attending
predominately white institutions (Gay et al., 2003). Under the No Child Left Behind
(NCLB) Act of 2001, states are required to use teacher certification and licensure exams
to measure a teacher candidate’s basic skills and content knowledge. According to the
provisions under NCLB, at least 80% of an institution’s teacher education candidates
must pass required certification exams, otherwise the institution’s college of education
stands at risk of being closed (NCLB, 2001). The Georgia Professional Standards
Commission (GPSC) recently suspended a higher education institution’s teacher
education program because many of the institution’s teacher candidates cannot meet the
required pass rates on PRAXIS I and PRAXIS II exams (GPSC, 2005). Although these
exams have been proven to lack predictive validity, to be racially biased, and to use
cutoff scores that are set under a process that amounts to guessing, there has been no
scientific evidence that teacher certification exams demonstrate an accurate measure of
teacher competency (Fair Test Examiner, 1989).
Teacher certification exams have been cited as being the greatest threat to the
supply of minorities entering the teaching profession (Fenwick, 2001; Irvine, 1988;
Smith, 1987). These exams have contributed to the low percentages of African
Americans admitted to and graduated from schools of education (King, 1993). The
2004-2005 PRAXIS I pass rates of African-American teacher education majors
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attending HBCUs in Georgia illustrate the severity of this problem (see Chapter 1,
Table 2).
The affects of teacher certification and licensure testing on African-American
teacher candidates has resonated throughout public domain, yet these exams continue to
be viewed as a panacea for some of the ills of the educational community. As a result
of the rigorous testing measures that America has placed on its education system, many
teacher education programs have been scrutinized for their methods of preparing
teachers and the type of teachers they produce. Research projects have been done in
isolated circumstances, yielding only the results of single outcomes, making it difficult
to access the overall conclusions.
Research has acknowledged that monitories score at disproportionate rates on
teacher certification exams, and as a result, many minority teacher candidates are
excluded from the teaching profession, especially African-American teacher candidates.
This issue has raised numerous concerns regarding test validity and reliability. Another
concern is the preparation styles being used by colleges of education. Numerous
questions continue to surface surrounding the quality of preparation styles at HBCUs
and how these styles relate to African-American students.
Careful observation of academic support programs in colleges of education
revealed that intervention programs are necessary for the academic success of under
prepared students. Most of these academic support programs were collaborative
partnerships with outside educational agencies, which usually last for a limited period
of time. As collaborative efforts continue to assist students towards successful
academic achievement, pass rates on PRAXIS I exams continue to remain a problem
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among African-American teacher education majors attending HBCUs. Eubanks and
Weaver (1999) contend that attempts to recruit minorities into the teaching profession
while maintaining high standards and expectations de-emphasizes teacher preparation
and over-emphasizes teacher testing. The authors suggest that in order to establish a
stable pipeline for qualified, diverse teachers, support and assistance should be provided
for teacher education candidates who are qualified based on licensing criteria, but are
not passing the teacher certification and licensure exams.
The results of the literature review reveal that there is limited research on
PRAXIS I pass rates as they relate to academic and personality factors such as academic
program quality, cumulative undergraduate grade point average, perceived self-efficacy,
locus of control, and academic support preparation within colleges of education. The
majority of literature reviewed focused on the characteristics that can be used to predict
the performance of teacher candidates on PRAXIS I. The literature suggests that there
is a need for further research in the following areas: teacher education faculty quality,
student assistance and support, personal self-efficacy, SAT scores, and locus of control.
Therefore, more studies are needed to determine whether specific student demographics
such as cumulative undergraduate GPA, student assistance and support, perceived self
efficacy, SAT scores, and locus of control have an impact on a teacher candidate’s
PRAXIS I performance. There is a need to investigate and determine other forms of
academic intervention strategies to better address the needs of students as well as serve
as an assessment tool for preparation programs in teacher education and certification
testing. There is a need for further research on the possible reasons that teacher
education majors struggle with passing PRAXIS I. Finally, studies dealing with teacher
education and certification programs are needed to assist colleges of education in




The intent of this study was to determine the issues associated with pass rates on
PRAXIS I of teacher education majors attending HBCUs in Georgia. Specifically, this
study examined the perceptions of those teacher education majors who have taken
PRAXIS I as relating to the effectiveness of preparation programs and their perceptions
about the quality of teacher education programs and faculty. Other demographic issues
were addressed relating to teacher candidates’ performance on PRAXIS I. The
illustration in Figure 1 outlines the variables of the study followed by the definitions of
each variable. The following sections of this chapter include the theory of the variables,
definitions of the variables, relationship among variables, and the limitations of the
study.
Theory of the Variables
It was proposed that the perceptions of teacher education majors about academic
program quality and about teacher education faculty quality will explain PRAXIS I pass
rates when variables such as cumulative undergraduate grade point average, perceived
self-efficacy, locus of control, SAT score, student assistance and support, and academic
support preparation programs are investigated. It was also proposed that if teacher
education majors attend a required PRAXIS I test preparation course, then pass rates on
PRAXIS I will increase.
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Age Gender Classification Race/Ethnicity Socioeconomic Status
Figure 1: Diagram of Variables
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Definitions of Variables and Other Terms
Dependent Variable
The dependent variable in this study was PRAXIS I pass rates [Items 1 — 4], and
is defined as follows:
PRAXIS I exams refer to standardized exams that are used to assess the general
academic ability of teacher candidates in mathematics, reading, and writing. Also known
as the Pre-Professional Skills Test (PPST), PRAXIS I exams are used by most colleges of
education as a requirement for admission into a teacher education program.
Pass Rates refer to the percentage of test takers within an institution’s teacher
education program who have earned a score that demonstrates sufficient mastery of basic
skills and content knowledge. Under the provisions of the No Child Left Behind Act of
2001, at least 80% of an institution’s teacher education majors must pass PRAXIS I. The
individual score that is considered to be passing is determined by a professional
certifying board. For this study, the passing scores are determined by the Georgia
Professional Standards Commission. Scores on PRAXIS I range from 150 to 190. The
minimum passing scores for Georgia on PRAXIS are: Mathematics, 176; Reading, 176;
and Writing, 174. The minimum composite score is 526. This study will examine pass
rates in mathematics, reading, and writing.
Independent Variables
The independent variables in this study were academic program quality, teacher
education faculty, cumulative undergraduate grade point average, perceived self-efficacy,
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locus of control, SAT score, student assistance and support, and academic support
preparation programs and are defined as follows:
Academic Program [Items 25 — 27] refers to the mathematics and English
departments within a higher education institution. For this study, quality of an academic
program will be assessed by survey respondents in terms of the impact that the courses
taken in mathematics, English, or reading have had on their PRAXIS I performance.
Teacher Education Faculty Quality [Items 8 — 12] refers to the extent in which
faculty prepare teacher education majors for PRAXIS I. Teacher education faculty are
individuals who work full-time within a department of curriculum and instruction within
a college of education. For this study, quality of teacher education faculty will be
assessed by survey respondents in terms of the impact that teacher education faculty have
had on preparing them for PRAXIS I.
Cumulative Undergraduate Grade Point Average [Item 46] refers to the measure
of the overall scholastic performance of students during his or her time at an institution
while pursuing a bachelor’s degree. The grade point average is the ration of the number
of quality points earned to the number of semester hours attempted, and is calculated
using a four-point system. Numerical values are applied to grades as follows:
A =4 points B = 3 points C =2 points D = 1 point F = no points
Perceived Se~fefficacy [Items 13 — 19] refers to an individual’s belief about his or
her capabilities to produce designated levels of performance in challenging and stressful
situations. For this study, perceived self-efficacy refers to a teacher education major’s
belief about his or her ability to perform successfully on PRAXIS I.
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Locus ofControl [Items 28 — 38] refers to the perception of the factors responsible
for the outcome of an event. An individual with an internal locus of control believes their
actions caused the outcome. On the other hand, an individual with an external locus of
control believes the outcome was determined by outside forces. For this study, locus of
control will be examined in terms of a teacher major’s perceptions of possible factors that
contribute to his or her performance on PRAXIS I. The locus of control is a concept in
psychology, originally developed by Julian B. Rotter in 1966.
Scholastic Assessment Test (SAT) Score [Item 47] refers to a standardized
examination that is used for admission into a college or university and is used to predict
the academic ability with which an individual will progress in college-level courses. The
SAT assesses a student’s aptitude in English, reading, and mathematics, and is
administered by Educational Testing Service.
Student Assistance and Support [Items 20 — 24; Item 45] refers to the extent in
which students received assistance and support from their teachers and guidance
counselors in test-taking skills on standardized exams during the last three to four years
of their K-12 education program. Assistance and support includes exposure to
standardized exams, standardized test preparation seminars and tutorials. For this study,
the high schools refer to public and private secondary schools.
Academic Support Preparation Programs [Items 5 — 7] refer to support programs
that provide academic assistance through tutorials, supplemental instruction, and
preparation for standardized exams such as the PRAXIS I and II exams, GRE, GMAT,
MCAT, and LSAT. Specifically, these programs are designed to deliver a wide range of
support services to ensure that all students are successful academically in his/her college
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endeavors so that progression can be made towards graduation and post baccalaureate
goals.
Moderating Variables
The moderating variables in the study were age, classification, gender,
race/ethnicity, and socioeconomic status.
Age [Item 39] refers to the length of time, in years, that the study respondents fall
in. In this study, the age group of the respondents is 19 — 29 and above.
Class~fication [Item 40] refers to a teacher education major’s level of progress
toward a baccalaureate degree with classification of freshman, sophomore, junior or
senior in a teacher education program. The classification is determined by the number of
semester hours completed by the teacher education maj or.
Gender [Item 41] refers to the sex, either male or female, of a teacher education
major.
Race/ethnicity [Item 42] refers to categories used to describe groups to which
individuals belong, identify with, or belong in the eyes of the community. The categories
do not denote specific definitions of anthropological origins. The groups used to
categorize U. S. citizens, resident aliens, and other eligible non-citizens are as follows:
> White or Caucasian — A person having origins in any of the original peoples
in Europe. Excludes persons of Hispanic Origin.
> Black or African-American — A person having origins in any of the black
racial groups in Africa or the Caribbean. Excludes persons of Hispanic origin.
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> Hispanic or Latino — A person of Mexican, Puerto Rican, Cuban, Central or
South American, or other Spanish culture or origin, regardless of race.
> Asian or Pac~fIc Islander — A person having origins in any of the original
peoples of the Far East, Southeast Asia, the Indian subcontinent, or the Pacific
Islands. This area includes, for example, China, India, Japan, Korea, the
Philippine Islands, and Samoa.
> American Indian or Alaskan Native — A person having origins in any of the
original peoples ofNorth and South America (including Central America) and
maintaining cultural identification through tribal affiliation or community
recognition.
Socioeconomic Status [Items 43 — 44] refers to an individual’s position in society
that is expressed in terms of level of education, social class, income, and occupation. For
this study, socioeconomic status will be measured in terms of financial aid status such as
student loans, scholarships, or grants.
Operational Definitions
Historically Black Colleges and Universities (HBCU5) — An institution of higher
learning that was established prior to 1964 whose principal mission was, and is, the
education of black Americans, and is accredited by a nationally recognized accrediting
agency or association determined by the Secretary of Education to be a reliable authority
to the quality of training offered or is, according to such an agency or association, making
reasonable progress towards accreditation (National Center for Education Statistics,
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2004). Federal regulations (20 Usc 1061 [2]) allow for certain exceptions to the
founding date (2004).
Teacher Certification and Licensure Exams — Standardized exams that are used
by states to certify teacher candidates. The exam investigated for in this study will be
PRAXIS I.
Teacher Education Major — A student enrolled in a 4- or 5-year bachelor’s degree
program leading to a baccalaureate degree in elementary, middle, or secondary school
education. The education major is within the final two years of program completion and
has taken PRAXIS I.
Teacher Education Major Perceptions — The way teacher education majors view
the perceived value of the services and resources offered by a teacher education program
and the institution as a whole.
Teacher Education Administrators — Those staff members whose activities are
concerned with directing and managing the operation of a particular college or school of
education. They may be deans, associate deans, department chairs, or individuals who
coordinate school instructional activities with educational agencies, such as elementary,
middle, and high schools, and other appropriate units.
Underserved Populations — A group of individuals that are viewed as being
disadvantaged because they have limited access to the resources and equipment that are
necessary to receive a quality basic education at the K- 12 level. These individuals are
minorities that have attended an urban school at the K-12 public education level and have
difficulty performing well on standardized exams.
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Relationship Among Variables
The institutionalization of teacher certification exams has generated numerous
concerns throughout the nation, and yet it continues to remain a controversial issue. The
greatest argument that has stood out is that these exams have contributed to the low
percentages of African-Americans admitted to and graduated from schools of education,
thus contributing to the low number of minorities entering the teaching profession
(Fenwick, 2001; Darling-Hammond, 2000; King, 1993; Irvine, 1988; Smith, 1987). As a
result, many federal and state policymakers have been challenging teacher education
programs to carefully examine their methods of preparing teachers.
Related research studies have proven that the use of teacher certification exams
have excluded, and continue to exclude, African-Americans from the teaching profession.
Because HBCUs produce the greatest number of African-American teachers, these
institutions have been impacted most severely by teacher certification exams (Fenwick,
2001). Although HBCUs prepare the majority of African-Americans entering the
teaching profession, the number of African-Americans enrolled in teacher education
programs at HBCUs has been declining since the 1 970s, and continues to decline at an
alarming rate (Smith, 1987). Today, African-Americans make up only 7% of the nation’s
teaching population (National Center for Education Statistics, 2005). Because of the
severity of this problem, many teacher education programs at HBCUs have faced the
threat being closed down. Therefore, it is essential that HBCUs participate in the national
dialogue, policy formation, and funding initiatives regarding the nation’s teaching force.
Research studies have shown that the pass rates on PRAXIS I differed
substantially by race/ethnicity. In their study of more than 300,000 teacher candidates,
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Gitomer, Latham, and Ziomek (1999) found that African-American teacher candidates
had the lowest pass rate of 46%, while white candidates had the highest pass rate of 82%.
The PRAXIS I pass rates for other ethnicities were Asian American/Asians (76%),
Hispanics (69%), Native Americans (64%), and other (7 1%). Additionally, research
studies have indicated that raising cutoff scores on PRAXIS I exams also excluded the
number of African-Americans entering the teaching profession (Memory, Coleman, &
Watkins, 2003).
While the No Child Left Behind Act of 2001 highlights many vital areas of our
nation’s educational system, much debate exists over the law’s use of mandated testing
and accountability measures to access the basic skills and content knowledge of teacher
candidates. Many proponents of the Act assert that the implementation of mandated
teacher certification and other high stakes standardized exams will improve education in
America, arguing that these exams will accurately access student achievement as well as
identify the achievement gaps within teacher education programs. On the other hand,
opponents of the Act argue that the testing and accountability measures harm the learning
environment because educators are compelled to teach to the test, which would limit the
quality and creativity of teacher education. Kucerik (2000) suggests that the NCLB Act
threatens to worsen schools of education because of the shortfalls of poorly designed tests
and poorly implemented accountability systems. It is imperative that educational leaders
understand how to measure student learning and how the use of teacher certification
exams will could limit the number of African-American teachers that our nation’s public
schools so desperately need.
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Numerous studies on teacher testing have identified the effects that these exams
have had on minority students. Cole (1986) identified the concerns of minority students
regarding teacher testing, which included the following:
~ Examinations were not standardized on representative samples;
> Tests assumed standard experiences for all test takers;
~ Tests were a poor predictor of teacher success in the classroom;
~ Tests frequently were culturally and linguistically biased;
~ Tests created the pressure of competition and time limits; and,
~ The different races and attitudes of the test developers produced bias.
House (1999) confirms Cole’s findings in his investigation of race and policy.
According to House, education policy is shaped by the beliefs that many whites have had
about minorities, especially African-Americans. These beliefs include minorities being
inferior to whites, possessing undesirable attributes, and their inability to govern
themselves. To illustrate how education policies have resulted in the unfair and
bureaucratic treatment of African-Americans, House addressed the following questions:
(a) How was racism constructed and used in America historically? (b) How is race
embedded in American identity? (c) How do these identities play out education policies?
Using a socio-historical research approach, House found that many educational policies
have been shaped by these negative beliefs and that white Americans define their
educational system in such a way to ensure that minorities continue to be inferior. One
education policy in particular that has been identified by many researchers as producing
racial outcomes is standardized testing. Achievement tests legitimate these educational
policies to make differentiation appear fair and students are selected for ability groups
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and retained in grades by test scores (Haney, 1993). The way tests are used contributes
much towards legitimating racial policies, even as the test publishers publicly deplore
such uses (1993).
While limited studies have been conducted on the quality of teacher education
programs and their impact on minority teacher candidates, fewer studies have been
conducted on the relationship between the academic quality of teacher education
programs and pass rates on PRAXIS I. The author is theorizing that a careful
examination of the perceptions of teacher candidates about the academic quality of
teacher education programs and teacher education faculty would give possible insight on
some of the reasons teacher education majors struggle with PRAXIS I.
An ideal model for explaining the relationship between academic and personality
factors and the PRAXIS I pass rates of teacher education majors at selected HBCUs is the
social systems model. A social system refers to the activities and interactions of group
members brought together for a common purpose (Lunenburg & Ornstein, 2000).
Getzels and Guba (1957) viewed the educational organization as a social system,
involving two classes of phenomena: independent and interactive. Independent
phenomena are identified as institutions with certain roles and expectations that fulfill the
goals of the system. The second phenomena focus on individuals with certain
personalities and need dispositions inhabiting the system. The Getzels-Guba model is a
useful framework for understanding the impact of specific academic and personality
factors on the PRAXIS I pass rates at HBCUs. In essence, the pass rates on PRAXIS I at
a college or university are influenced by practical expectations interacting with the
specific needs of teacher education majors. In this sense, the institution’s teacher
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education program personnel along with specific academic and personality factors is a
major influence of teacher candidates’ perceptions and performance on PRAXIS I. These
relationships are shown in Figure 2.
Organizational (Nomothetic) Dimension
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Figure 2. Social Systems Model
While research studies have found a correlation between ACT scores, cumulative
undergraduate grade point average, and the performance on PRAXIS I, fewer studies
have been conducted on the relationship between SAT scores, perceived self-efficacy,
locus of control, and student assistance and support, and performance on PRAXIS I. The
author is proposing that careful investigation of the aforementioned variables is necessary




The purpose of this study was to investigate the extent to which academic
factors such as academic program quality, teacher education faculty quality, cumulative
undergraduate grade point average, SAT score, student assistance and support, and
academic support preparation programs along with personality factors such as perceived
self-efficacy and locus of control impact the performance of teacher education
candidates attending HBCUs on PRAXIS I. This chapter contains a description of the
methodology of the study.
This chapter contains the procedures used to gather, analyze data, and test the
hypothesis. The following sections include the research design, description of the
setting, sampling procedures, working with human subjects, instrumentation, data
collection procedures, administrative procedures, statistical applications, validity and
reliability, and delimitations will be addressed.
Research Design
A correlational research design was used for this study. Correlational research
examines the relationships among two or more quantitative variables. Furthermore,
correlational research helps the researcher learn about the relationships among the
variables and to make predictions based on an understanding of the relationships
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(Johnson & Christensen, 2000). Therefore, the correlational design was used to show if
there is a relationship between PRAXIS I pass rates and teacher education major’s
perceptions of academic program quality and quality of teacher education faculty, self-
reported cumulative undergraduate grade point average, perceived self-efficacy, locus
of control, self-reported SAT score, student assistance and support, and academic
support preparation programs. The researcher also used the correlational design to
examine the impact of the moderating variables (age, classification, gender,
race/ethnicity, and socioeconomic status) on PRAXIS I pass rates. To collect data for
this study, a survey instrument was administered to teacher education majors to
examine the specific academic and personality factors described in this study.
Description of the Setting
The study was conducted at three Historically Black Colleges and Universities
whose teacher education programs are accredited by the National Council for
Accreditation of Teacher Education (NCATE). Each school is located in the state of
Georgia. The schools were selected based on their accreditation status as reported by
NCATE. School A and School B have full accreditation by NCATE. School C has
accreditation with probation, meaning that its teacher education program has not met
one or more of the NCATE standards and has pervasive problems that limit its capacity
to offer quality that adequately prepare teacher education candidates (2005). The
accessible population consisted of undergraduate teacher education majors who are of
African-American descent currently attending one of the three HBCUs. Subjects were
selected based on the 2003-2004 and 2004-2005 PRAXIS I assessments as reported by
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the Governor’s Office of Student Achievement by the Georgia Professional Standards
Commission. The following is a description of each school that was studied.
SchoolA
School A is a comprehensive, private, urban, co-educational institution located
in Atlanta, Georgia. This independent, United Methodist University has an enrollment
of 3,701 undergraduate students, of which 96% are full time. The student body is
comprised of 71% women and 29% men. Early childhood education is the only
undergraduate teacher education program offered at School A and these individuals will
be surveyed for this study.
School B
School B is a state-supported comprehensive university located along the east
bank of the Flint River. Both traditional and non-traditional students make up the 3,150
student population, with approximately 60% fitting the traditional 1 8-22-year-old
student profile. The student body is comprised of 68% women, 32% men and 83% of
the students are full-time. School B offers undergraduate teaching degree programs in
Early Childhood Education, Middle Grades Education and Special Education.
School C
School C is a state-supported comprehensive university located in southwest
Georgia. With an enrollment of 2,314 students, this co-educational institution is made
up of 56% women, 44% men, and 88% of the students are full-time. School C offers
undergraduate degrees in both Early Childhood and Middle Grades Education.
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Sampling Procedures
The sampling procedure used for this study was through purposeful sampling.
Through purposeful sampling, the intent was to achieve an in-depth understanding of
the impact of specific academic and personality factors such as academic program
quality, teacher education faculty quality, cumulative undergraduate GPA, perceived
self-efficacy, locus of control, SAT scores, student assistance & support, and academic
support preparation programs on the PRAXIS I pass rates of teacher education majors
attending HBCUs (Gall, Gall, & Borg, 2003).
The target population for this was all teacher education majors who were
classified as either sophomore, junior, or senior attending one of the three HBCUs
described in the study and have taken PRAXIS I. The survey participants were also
selected based on the PRAXIS I pass rates of the selected HBCUs as reported by the
Governor’s Office of Student Achievement on the Georgia Professional Standards
Commission. Accuracy and feasibility are important factors of this study, and time is
plays an important role as well. A pilot test of the survey instrument was administered
for validity as well as to refine the questionnaire.
Working with Human Subjects
All human subjects of this study were assured that the information collected will
be treated in the strictest of confidentiality. This message was communicated in a
written consent form accompanying the survey, and participants may request the
findings of the study upon completion. The questionnaire did not determine the identity
of the respondents. Therefore, candid responses can be displayed throughout the
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questionnaire. Further, there will be no record of identity of the participants or HBCU
on the questionnaire.
The risks to participants (including risks to loss of privacy) were no greater than
those ordinarily encountered in daily life and the research involves no procedures for
which written consent is normally required outside of the research context. There was
no way of identifying individuals on the survey instrument and the instrument assures
that their identity will remain anonymous and all information will be kept confidential.
The following steps that were taken to prevent unauthorized use of the data and findings
of this research: (a) the principal investigator was the only individual who will run the
data and (b) once all information has been tabulated using the Statistical Package for the
Social Sciences (SPSS) and aggregated, all hard-copy survey instruments along with the
consent forms will be kept in a locked file cabinet for three years.
Instrumentation
The researcher developed a questionnaire that consisted of closed-ended
questions using a Likert Scale. This questionnaire consisted of questions to obtain
specific demographic data such as gender, age, etc. This self-developed forty-seven
item questionnaire was examined and approved by professors whose expertise is in the
field of testing, measurement, and leadership. Also, afier securing permission, the
researcher used the Rotter’s Internal-External Locus of Control Scale to assess the
psychological variables (perceived self-efficacy and locus of control) of the study. The
researcher distributed the instrument to the subjects to be examined. The instrument to
be used in this study was adapted from previously administered instruments and the
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researcher developed the instrument based on the steps suggested by Gall et al. (2003),
which include:
1. Defining the research objectives. The researcher defined the research
problem and listed the specific questions to be tested by the questionnaire.
2. Selecting a sample. The researcher selected a target population from which
the sample was selected. (This step has been completed in the sampling
procedures)
3. Designing the questionnaire. The researcher developed questions that may
be either in closed form in which the questions yield only certain responses
or in open form in which participants are allowed to respond.
4. Conducting a pilot test of the questionnaire. The researcher conducted a
pilot test of the questionnaire through a select sample of individuals from a
population similar to the subjects of the study. The instrument was revised
as necessary based on the results of the pilot test.
5. Writing a cover letter. The researcher wrote write a cover letter to
accompany the questionnaire. Cover letters can strongly influence the return
rate of the questionnaire (2003).
6. Follow-up with respondents and contact non-respondents. The researcher




To implement this study, the following procedures were used to collect data:
1. Keep a record of all activities;
2. Validate the research instrument;
3. Secure permission from each school’s education department chair to conduct
the study within its college of education;
4. Conduct a pilot test of the instrument;
5. Apply to each college/university’s Institutional Review Board (IRB) for
approval to administer the survey instrument;
6. Secure permission from each college/university’s IRB to administer the
survey instrument;
7. Identify a contact person at each college/university;
8. Set up an appointment with the contact person at each college/university to
administer the survey instrument;
9. Deliver copies of the survey instrument to each school;
10. Administer survey instrument to selected participants at each
college/university;
11. Pick up the completed survey instruments from each college/university; and,
12. Analyze data collected from all participants to be included in the final study.
Administrative Procedures
The confidentiality of the survey participants was assured at the outset. There
were no identifying features on the questionnaire or PRAXIS I data that would lead to
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identity. A written consent form requiring the respondents’ signature accompanied the
questionnaire. The consent form noted the confidentiality of the questionnaire, which
allowed participants to be as candid as possible. A signed copy of the consent form was
given to each respondent. Consistent with the requirements of the Clark Atlanta
Institutional Review Board, the researcher will keep all signed consent forms in a
locked file cabinet for three years.
Statistical Applications
The Statistical Package for the Social Sciences (SPSS) was used to analyze the
data. A correlation matrix was used to determine and understand significant
relationships among the variables and make predictions based on those relationships. A
correlational analysis was conducted with PRAXIS I pass rates as the dependent
variable, and academic program quality, teacher education faculty quality, cumulative
undergraduate GPA, perceived self-efficacy, locus of control, SAT score, student
assistance and support, and academic support preparation programs as independent
variables to determine the strength and direction of relationships among the variables
and to make predictions based on an understanding of the relationships. A regression
analysis was conducted to explain the value of the dependent variable—PRAXIS I pass
rates—based on the values of the dependent variables—academic program quality,
teacher education faculty quality, cumulative undergraduate GPA, perceived self
efficacy, locus of control, SAT scores, student assistance and support, and academic
support preparation programs on PRAXIS I pass rates.
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Validity and Reliability
The survey instrument was constructed through an examination of the literature
on teacher certification and licensure testing along with the advisement of experts in the
fields of teacher education, testing, and measurement. Face validity was obtained by
selecting items for the survey instrument to match the definitions of each variable, and
with the assistance of testing and measurement experts that examined each item and
verified that the items were in alignment with the respective definitions mentioned in
Chapter III. Table 3 provides an item-to-scale correlation for each of variables.
Table 3
Item-to-Scale Correlationfor Variables in Survey Instrument
Variable Items
Praxis I Pass Rates 1 — 4
Academic Program Quality 25 — 27
Teacher Education Faculty 8 — 12
Cumulative Undergraduate GPA 46
Perceived Self-efficacy 13 — 19
Locus of Control 28 —38
Scholastic Assessment Test (SAT) Score 47
Student Assistance and Support 20—24








Socioeconomic Status 43 — 44
Prior to formal administration, the instrument was piloted to a selected sample
of forty-two teacher education majors to ensure clarity, readability, and interpretation of
each item. A reliability test was performed using the Statistical Package for the Social
Sciences (SPSS) to establish consistency of the items on the survey instrument. The
survey consisted of nine components that measured the following areas: PRAXIS I
Pass Rates, Academic Program Quality, Teacher Education Faculty, Cumulative
Undergraduate GPA, Perceive Self-efficacy, Locus of Control, SAT Score, Student
Assistance and Support, and Academic Support Preparation Programs. The Cronbach
Alpha procedure (also known as coefficient alpha) was used to determine the reliability
of each item. The results of the reliability test are indicated in Table 4. The PRAXIS I
pass rates items obtained a Cronbach’s Alpha of .323 indicating a low degree of
reliability. The academic program quality items obtained a Cronbach’s Alpha of .602
indicating an average degree of reliability. The teacher education faculty quality items
obtained a Cronbach’s Alpha of .866 indicating a high degree of reliability. The
perceived self-efficacy items received a Cronbach’s Alpha of .780 indicating a high
degree of reliability. The locus of control items obtained a Cronbach’ s Alpha of .561
indicating an average level of reliability. The student assistance and support items
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obtained a Cronbach’s Alpha of .686 indicating an average degree of reliability. The
academic support preparation programs items obtained a Cronbach’s Alpha of .699
indicating an above average level of reliability. Reliability tests were not conducted on
the cumulative undergraduate GPA and SAT score items because these variables are
moderately correlated and represent each school’s measure of demonstrated ability.
Additionally, Cumulative Undergraduate GPA and SAT Scores are accepted as valid
and reliable by each college/university and ETS.
Table 4
Survey Instrument Reliability Results
Variable Cronbach Alpha Coefficient
PRAXIS I Pass Rates .323
Academic Program Quality .602
Teacher Support — Teacher Education Faculty .866
Perceived Self-Efficacy .780
Locus of Control .561
Student Assistance and Support .686
Academic Support Preparation Programs .699
The survey items were grouped to represent PRAXIS I Pass Rates (items 1 — 4),
Academic Program Quality (items 25 — 27), Teacher Education Faculty (items 8 — 12),
Cumulative Undergraduate GPA (item 46), Perceived Self-efficacy (items 13 -19),
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Locus of Control (28 — 38), SAT Score (item 47), Student Assistance and Support
(items 20— 24), and Academic Support Preparation Programs (items 5 — 7).
Delimitations
There were specific boundaries placed on this study. The first limitation was
that the insights and results were restricted to HBCUs in the state of Georgia. The
second limitation was that this study was restricted to primarily African-American
teacher candidates, meaning that this study may not include students of other ethnic
origins. The final limitation of the study was the classification level of the students to
be investigated were sophomores, juniors, or seniors who had taken PRAXIS I.
Moreover, changes in the sample size and ethnic origins of the study participants were
to be expected, considering the dynamics of the educational environment.
Summary
This chapter presented a description of the methods and procedures to conduct
the study. A description of the population to be used to complete this study has been
described. Also, a description of the instrument and measures used to collect and
analyze data was also included. A questionnaire regarding teacher education majors’
perceptions of academic support programs for PRAXIS I preparation was administered
to test the research questions of the study. The analysis of the data is discussed in
Chapter V.
CHAPTER V
ANALYSIS OF THE DATA
This chapter presents and analyzes data obtained from three historically black
colleges and universities in the state of Georgia. The data were gathered in order to
examine the relationship of PRAXIS I pass rates in relation to Academic Program
Quality, Teacher Education Faculty Quality, Cumulative Undergraduate GPA,
Perceived Self-Efficacy, Locus of Control, SAT Score, Student Assistance and Support,
and Academic Support Preparation Programs. In this chapter, the data were analyzed in
the order of the research questions that were derived from the theoretical framework.
Findings of the data analyses are discussed and displayed in tabular format. References
are made to findings reviewed in the literature as are relevant to the data as analyzed. A
summary of the data analysis is included.
A Pearson correlation analysis was conducted with PRAXIS I pass rates as the
dependent variable, and academic program quality, teacher education faculty quality,
cumulative undergraduate GPA, perceived self-efficacy, locus of control, SAT score,
student assistance and support, and academic support preparation programs as
independent variables to determine the significant level of any differences observed.
These correlations are grouped in several tables to revolve around the respective
research questions as grouped. A regression analysis was conducted in order to explain
the value of the dependent variable, PRAXIS I pass rates, based on the values of the
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independent variables, academic program quality, teacher education faculty quality,
cumulative undergraduate GPA, perceived self-efficacy, locus of control, SAT score,
student assistance and support, and academic support preparation program. The data in
response to the respective research questions and survey items were outlined in this
chapter.
Demographic Information
Survey respondents consisted of 121 (n = 121) teacher education majors who
were classified as either sophomore, junior, or senior. Most notably, the majority of
the respondents were African-American females (n = 24) between 20-21 years of age
and classified as junior. A summary of the characteristics of all respondents with
respect to the moderating variables age, classification, gender, and race/ethnicity has
been provided in Table 5. Also noted, the majority of the respondents finance their
undergraduate education with student loans. Table 6 summarized the moderating
variable, socioeconomic status by gender of the respondents of the study.
Table 5
Summary ofModerating Variables: Age, Class~fIcation, Gender, and Race/Ethnicity
Race! Age
Ethnicity Gender Classification 18-19 20-2 1 22-23 Over 24 Total
African-American Female Junior 1 24 2 1 28
Senior 0 19 11 22 52
Sophomore 1 2 0 1 4




































































Summary ofSocioeconomic Status by Gender
Gender
Financial Aid Status Female Male Total
Grant 8 1 9
None 5 3 8
Scholarship 9 1 10
Scholarship, Grant 7 1 8
Student Loan 24 4 28
Student Loan, Grant 17 5 22
Student Loan, Scholarship 15 3 18
Student Loan, Scholarship, Grant 17 0 17
Tuition Remission 1 0 1
Total 103 18 121
Correlational Analysis
Correlation analysis results are presented in tables. Correlation analysis
provides a number called the correlational coefficient that is calculated to indicate the
size and direction of the degree of relationship between two variables. The sign of the
correlation coefficient—positive or negative—indicates the direction of the relationship.
A significant positive correlation indicates that high values of one variable are
associated with high values of a second variable. A negative correlation coefficient
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indicates an inverse relationship in which a high value of one variable is associated with
a low value of a second variable. The significance level, or p-value, is the probability
of obtaining results as extreme as the one observed. The Pearson correlational
coefficient analysis for the study is shown in several tables. The data in relation to the
research questions are shown in the correlation tables. Several tables provide the
correlation coefficients for PRAXIS I pass rates, and each independent variable such as
academic program quality, teacher education faculty quality, undergraduate cumulative
GPA, perceived self-efficacy, locus of control, SAT score, student assistance and
support, and academic support preparation programs. The relationships among the
variables are also shown.
Correlational Analysis in Response to the
Research Questions
RQ1: Is there a significant relationship between a teacher education
major’s perceptions of academic program quality and pass rates
on PRAXIS I?
There were three items on the survey that examined the relationship between
academic program quality and pass rates on PRAXIS I (Table 7). The first item, which
addressed a teacher education major’s knowledge of the PRAXIS I requirement prior to
entering the teacher education program, had correlational coefficient value of - .041 at
the .657 level, indicating a low level of significance. The correlational coefficient
between PRAXIS I pass rates and the mathematics courses taken at the college or
university level, the second item, had a value of -.029 at the .671 level, indicating no
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Table 7




PRAXIS I PRAXIS Math English
Pass Rate Requirement Courses Courses
PRAXIS I Pass Rates
Pearson Correlation 1 -.041 -.029 -.096
Sig. (2 tailed) .657 .761 . 314
N 121 120 113 113
Academic Program Informed
PRAXIS Requirement
Pearson Correlation -.041 1 .151 .168
Sig. (2 tailed) .657 .1 10 .075
N 120 120 113 113
Academic Program Math Courses
Pearson Correlation -.029 .151 1 .715**
Sig. (2 tailed) .761 .110 .000
N 113 113 113 113
Academic Program English Courses
Pearson Correlation -.096 .168 .715**
Sig. (2 tailed) .314 .075 .000
N 113 113 113 113
~ Correlation is significant at the 0.01 level (2-tailed)
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significant correlation. The final item addressed the relationship between PRAXIS I
pass rates and the English courses taken at the college or university level. This item had
a correlational coefficient value of -.096 at the .313 level, indicating a low level of
significance. The overall correlational coefficient between PRAXIS I pass rates and
academic program quality was -.029 at the .761 level, which was more than the tested
significance level of .01, indicating that there was no significant relationship between a
teacher education major’s perceptions of academic program quality and pass rates on
PRAXIS I. Therefore, the two variables were not linearly related.
RQ2: Is there a significant relationship between a teacher education
major’s perceptions of teacher education faculty quality and
pass rates on PRAXIS I?
There were five items that examined the relationship between teacher education
faculty quality and pass rates on PRAXIS I (Table 8). The first item, which addressed
faculty being help in a teacher education major’s PRAXIS I preparation, had a
correlational coefficient value of -.070 at the .491 level, which indicates that the
correlation is not significant. The second item, which addressed faculty meeting the
diverse learning needs of the teacher education majors, had a correlational coefficient
value of -.126 at the .212 level indicating a low level of significance. The third item,
which addressed faculty the test anxiety levels of teacher education majors, had a
correlation coefficient of -.277 at the .005 level, which is less than the tested
significance level of .01 indicating a significant, but weak The fourth item, which
address faculty in the teacher education department giving exams that were similar to
PRAXIS I, had a correlational coefficient of -.089 at the .379 level, indicating a low
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Table 8
Correlation Matrix #2— PRAXIS IPass Rates and Teacher Education Faculty Quality
PRAXIS I Faculty helpful Faculty met diverse
Pass Rates PRAXIS I prep learning needs
PRAXIS I Pass Rates
Pearson Correlation 1 -.070 -.126
Sig. (2 tailed) .491 .212
N 121 100 100
Faculty helpful - PRAXIS I prep
Pearson Correlation -.070 1 •793**
Sig. (2 tailed) .491 .000
N 100 100 100
Faculty met diverse learning needs
Pearson Correlation -.126 •793** 1
Sig. (2 tailed) .212 .000
N 100 100 100
Faculty reduced test anxiety levels
Pearson Correlation ~.277** .664** .613**
Sig. (2 tailed) .005 .000 .000
N 100 100 100
Faculty gave exams similar to
PRAXIS I
Pearson Correlation -.089 .570** .567**
Sig. (2 tailed) .379 .000 .000












Faculty helpful Faculty met diverse





reduced Faculty gave Faculty
test anxiety exams similar communicated
levels to PRAXIS I PRAXIS info timely
N
PRAXIS I Pass Rates
Pearson Correlation ~.277** -.089 -.07 1
Sig. (2 tailed) .005 .379 .483
Faculty helpful - PRAXIS I prep
N 100 100 100
Pearson Correlation .664** .570** .620**
Sig. (2 tailed) .000 .000 .000














reduced Faculty gave Faculty
test anxiety exams similar communicated
levels to PRAXIS I PRAXIS info timely
Faculty reduced text anxiety levels
Pearson Correlation 1 •545** .498**
Sig. (2 tailed) .000 .000
N 100 100 100
Faculty gave exams similar to
PRAXIS I
Pearson Correlation •545** 1 .598**
Sig. (2 tailed) .000 .000
N 100 100 100
Faculty communicated PRAXIS
info timely
Pearson Correlation .498** .598**
Sig. (2 tailed) .000 .000
N 100 100 100
**~ Correlation is significant at the 0.01 level (2-tailed)
level of significance. The fifih item, which addressed teacher education faculty
communicating PRAXIS I information in a timely manner, had a correlational
coefficient of -.071 at the .483 level indicating no significance. The overall
correlational coefficient between teacher education faculty quality and pass rates on
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PRAXIS I was -.070 at the .491 level, which was more than the tested significance level
of .01. Therefore, there was no significant relationship between a teacher education
major’s perceptions of teacher education faculty quality and pass rates on PRAXIS I.
RQ3: Is there a significant relationship between a teacher education
major’s self-reported cumulative undergraduate grade point
average (GPA) and pass rates on PRAXIS I?
The results of the Pearson correlation indicate that there is a significant
relationship between a teacher education majors self-reported cumulative undergraduate
grade point average (GPA) and pass rates PRAXIS I (Table 9). The correlational
coefficient value was .217 at the .021 level, which was less than the tested significance
level of .05. Therefore, the relationship between a teacher education major’s
cumulative undergraduate GPA and pass rates on PRAXIS I is positively correlated.
Table 9
Correlation Matrix #3— PRAXIS I Pass Rates and Cumulative Undergraduate GPA
PRAXIS I
Pass Rates GPA
PRAXIS I Pass Rates
Pearson Correlation 1 .217*
Sig. (2 tailed) .021
N 121 113
GPA
Pearson Correlation .217* 1
Sig. (2 tailed) .021
N 113 113
*• Correlation is significant at the 0.01 level (2-tailed)
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RQ4: Is there a significant relationship between a teacher education
major’s perceived self-efficacy and pass rates on PRAXIS I?
There were seven survey items that measured the relationship between perceived
self-efficacy and pass rates on PRAXIS I (Table 10). The first item, “I have no problem
taking standardized multiple choice exams,” had a correlational coefficient of .241 at
the .008 level, which is lower than the tested .01 significance level indicating a positive
correlation. The second item, “I get nervous taking standardized exams,” had a
correlational coefficient value of -.312 at the .000 level, which is lower than the tested
.01 significance level, indicating a high level of significance. The third item, “I remain
calm taking standardized exam,” had a correlational coefficient of .350 at the .000 level,
which is lower than the tested .01 significance level indicating a high level of
significance. The fourth item, “My hands get sweaty and wet just before I begin taking
a standardized exam,” had a correlational coefficient of -.061 at the .504 level,
indicating a low level of significance. The fifth item, “As soon as I look at the
questions on a standardized exam, my mind goes blank,” had a correlational coefficient
of -.278 at the .002 level, which is lower than the tested .01 significance level,
indicating that the variables are negatively correlated. The sixth item, “I am able to
answer all questions on standardized exams within the specified time interval,” had a
correlational coefficient of .182 at the .046 level, which is lower than the tested .05
significance level indicating a weak level of significance. The seventh item, “I feel
confident that I am able to receive a passing score on standardized exams,” had a
correlational coefficient of .284 at the .002 level, which is lower than the tested
significance level of .01 indicating a high level of significance. Overall, the correlation
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Table 10
Correlation Matrix #4— PRAXIS I Pass Rates and Perceived Set~f-Efficacy
No problem
taking multiple I get nervous Remain
choice taking calm taking
PRAXIS I standardized standardized Standardized
Pass Rates exams exams exams
PRAXIS I Pass Rates
Pearson Correlation 1 .241** .350**
Sig. (2 tailed) .008 .000 .000
N 121 121 121 121
No problem taking multiple
choice standardized exams
Pearson Correlation .241** 1 ~.293** 494**
Sig. (2 tailed) .008 .001 .000
N 121 121 121 121
I get nervous taking
standardized exams
Pearson Correlation ~.312** ~.293** 1 ~.676**
Sig. (2 tailed) .000 .001 .000
N 121 121 121 121
Remain calm taking
standardized exams
Pearson Correlation .350** 494** ~.676** 1
Sig. (2 tailed) .000 .000 .000
N 121 121 121 121
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Table 10 (continued)
No problem I get
taking multiple nervous Remain
PRAXIS I choice taking calm taking
Pass standardized standardized Standardized
Rates exams exams exams
Hands get sweaty wet
Pearson Correlation -.061 -.056 .436** ~.482**
Sig. (2 tailed) .504 .541 .000 .000
N 121 121 121 121
Mind goes blank
Pearson Correlation ~.278** ~.272** .568** ~.590**
Sig. (2 tailed) .002 .003 .000 .000
N 121 121 121 121
Answer all questions within
time frame
Pearson Correlation .182* 343** 334** .472**
Sig. (2 tailed) .046 .000 .000 .000
N 121 121 121 121
Confident I will pass
standardized exams
Pearson Correlation .284** .192* 393** .400**
Sig. (2 tailed) .002 .034 .000 .000
N 121 121 121 121
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Table 10 (continued)
Answer all Confident I
Hands get questions will pass
sweaty Mind goes within time standardized
wet blank frame exams
PRAXIS I Pass Rates
Pearson Correlation -.061 ~.278** .182* .284**
Sig. (2 tailed) .504 .002 .046 .002
N 121 121 121 121
No problem taking multiple
choice standardized exams
Pearson Correlation -.056 ~.272** 343** .192*
Sig. (2 tailed) .541 .003 .000 .034
N 121 121 121 121
I get nervous taking standardized
exams
Pearson Correlation .436** .568** 334** _393**
Sig. (2 tailed) .000 .000 .000 .000
N 121 121 121 121
Remain calm taking standardized
exams
Pearson Correlation ~.482** ~.590** .472** .400**
Sig. (2 tailed) .000 .000 .000 .000
N 121 121 121 121
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Table 10 (continued)
Answer all Confident I
Hands get questions will pass
sweaty Mind goes within time standardized
wet blank frame exams
Hands get sweaty wet
Pearson Correlation 1 .503** -.132 ~.372**
Sig. (2 tailed) .000 .150 .000
N 121 121 121 121
Mind goes blank
Pearson Correlation .503** 1 ~.194* ~.288**
Sig. (2 tailed) .000 .033 .001
N 121 121 121 121
Answer all questions within time
frame
Pearson Correlation -.132 ~.194* I .301**
Sig. (2 tailed) .150 .033 .001
N 121 121 121 121
Confident I will pass
standardized exams
Pearson Correlation ~.372** ~.288** .301** 1
Sig. (2 tailed) .000 .001 .001
N 121 121 121 121
~ Correlation is significant at the 0.01 level (2-tailed)
~. Correlation is significant at the 0.05 level (2-tailed)
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coefficient between a teacher education major’s perceived self-efficacy and pass rates
on PRAXIS I was -.278 at the .002 level, which was lower than the tested significance
level of .01, indicating that there was a significant, but weak, relationship between a
teacher education major’s perceived self-efficacy and pass rates on PRAXIS I.
RQ5: Is there a significant relationship between locus of control and
pass rates on PRAXIS I?
There were 11 survey items that measured the relationship between locus of
control and pass rates on PRAXIS I (Table 11). The first item, “In the case of the well-
prepared student, there is never such a thing as an unfair test,” had a correlational
coefficient of -.193 at the .035 level, indicating that the relationship is significant at the
.05 significance level. The second item, “Many times, the questions on the PRAXIS I
exam tend to be unrelated to any of the material in the core curriculum courses I have
taken,” had a correlational coefficient of -.105 at the .291 level, indicating a low level of
significance. The third item, “Becoming a success is a matter of hard work,” has a
correlational coefficient of .034 at the .714 level indicating a low level of significance.
The fourth item, “Luck has little or nothing to do with it becoming successful,” had a
correlational coefficient of .002 at the .983 level, indicating a low level of significance.
The fifth item, “Getting a good job depends mainly on being in the right place at the
right time,” had a correlational coefficient of .051 at the .580 level indicating a low
degree of significance. The sixth item, “In the long run, the bad things happen to us are
balanced by the good ones,” had a correlational coefficient of .118 at the .200 level
indicating a low level of significance. The seventh item, “Most misfortunes are the
result of lack of ability or ignorance or laziness or all three,” had a correlational
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Table 11
Correlation Matrix #5— PRAXIS I Pass Rates and Locus ofControl
PRAXIS I No such thing Success
Pass Rates as unfair tests V3 0 Hard work
PRAXIS I Pass Rates
Pearson Correlation I ~.193* -.105 .034
Sig. (2 tailed) .035 .291 .714
N 121 120 103 119
No such thing as unfair tests
Pearson Correlation ~.193* 1 -.008 -.004
Sig. (2 tailed) .035 .932 .969
N 120 120 103 119
V30
Pearson Correlation -.105 -.008 1 -.164
Sig. (2 tailed) .291 .932 .099
N 103 103 103 102
Success hard work
Pearson Correlation .034 -.004 -.164 1
Sig. (2 tailed) .714 .969 .099
N 119 119 102 119
Luck not related to hard work
Pearson Correlation .002 .165 .023 .057
Sig. (2 tailed) .983 .071 .816 .535
N 120 120 103 119
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Table 11 (continued)
PRAXIS I No such thing Success
Pass Rates as unfair tests V30 Hard work
Good job, right place/time
Pearson Correlation .051 .097 .147 -.044
Sig. (2 tailed) .580 .292 .137 .631
N 120 120 103 119
Bad things balance good ones
Pearson Correlation .118 .006 .109 -.029
Sig. (2 tailed) .200 .945 .275 .755
N 120 120 103 119
Misfortune, lackability,
ignorance, laziness
Pearson Correlation .011 .107 -.057 .100
Sig. (2 tailed) .904 .245 .569 .280
N 120 120 103 119
Little influence on what
happens to me
Pearson Correlation -.157 .102 .277** ~.193*
Sig. (2 tailed) .086 .271 .005 .037
N 120 119 102 118
120
Table 11 (continued)
PRAXIS I No such thing Success
Pass Rates as unfair tests V30 Hard work
Do not believe in chance or
luck
PearsonCorrelation -.134 .182* .014 .050
Sig. (2 tailed) .149 .049 .887 .595
N .118 117 100 116
What happens is my doing
Pearson Correlation .071 .110 .144 .038
Sig. (2 tailed) .443 .235 .152 .684
N 119 118 101 117
I have no control of my life
Pearson Correlation -.231 .008 .197* .046
Sig. (2 tailed) .011 .929 .048 .624
N 119 118 101 117
Misfortune,
Luck not Bad things lackability,
related to Good job, right balance ignorance,
hard work place/time good ones laziness
PRAXIS I Pass Rates
Pearson Correlation .002 .051 .118 .011
Sig. (2 tailed) .983 .580 .200 .904




Luck not Bad things lackability,
related to Good job, right balance ignorance,
hard work place/time good ones laziness
No such thing as unfair tests
Pearson Correlation .165 .097 .006 .107
Sig. (2 tailed) .071 .292 .945 .245
N 120 120 120 120
V30
Pearson Correlation .023 .147 .109 -.057
Sig. (2 tailed) .816 .137 .275 .569
N 103 103 103 103
Success hard work
Pearson Correlation .057 -.044 -.029 .100
Sig. (2 tailed) .535 .631 .755 .280
N 119 119 119 119
Luck not related to hard work
Pearson Correlation I ~.l94* .039 .136
Sig. (2 tailed) .034 .672 .140
N 120 120 120 120
Good job, right place/time
Pearson Correlation ~.194* 1 -.05 8 .008
Sig. (2 tailed) .034 .532 .935




Luck not Bad things lackability,
related to Good job, right balance ignorance,
hard work place/time good ones laziness
Bad things balance good ones
Pearson Correlation .039 -.058 1 .167
Sig. (2 tailed) .672 .532 .069
N 120 120 120 120
Misfortune, lackability,
ignorance, laziness
Pearson Correlation .136 .008 .167 1
Sig. (2 tailed) .140 .935 .069
N 120 120 120 120
Little influence on what
happens to me
Pearson Correlation -.026 .006 .091 .068
Sig. (2 tailed) .781 .949 .323 .463
N 119 119 119 119
Do not believe in chance or
luck
Pearson Correlation •395** -.050 -.0 12 .083
Sig. (2 tailed) .000 .594 .901 .375




Luck not Bad things lackability,
related to Good job, right balance ignorance,
hard work place/time good ones laziness
What happens is my doing
Pearson Correlation .162 -.055 .166 .181*
Sig. (2 tailed) .079 .551 .073 .050
N 118 118 118 118
I have no control of my life
Pearson Correlation -.174 .269** .104 .068
Sig. (2 tailed) .059 .003 .262 .467
N 118 118 118 118
Little
influence
on what Do not believe What I have no
happens to in chance happens is control of my
me or luck my doing life
PRAXIS I Pass Rates
Pearson Correlation -.157 -.134 .071 ~.231**
Sig. (2 tailed) .086 .149 .443 .011
N 120 118 119 119
No such thing as unfair tests
Pearson Correlation .102 .182* .110 .008
Sig. (2 tailed) .271 .049 .235 .929





on what Do not believe What I have no
happens to in chance happens is control of my
me or luck my doing life
V30
Pearson Correlation .277** .014 .144 .197*
Sig. (2 tailed) .005 .887 .152 .048
N 102 100 101 101
Success hard work
Pearson Correlation ~.193* .050 .038 .046
Sig. (2 tailed) .037 .595 .684 .624
N 118 116 117 117
Luck not related to hard work
Pearson Correlation -.026 •395** .162 -.174
Sig. (2 tailed) .781 .000 .079 .059
N 119 117 118 118
Good job, right place/time
Pearson Correlation .006 -.050 -.05 5 .269**
Sig. (2 tailed) .949 .594 .551 .003
N 119 117 118 118
Bad things balance good ones
Pearson Correlation .091 -.012 .166 .104
Sig. (2 tailed) .323 .901 .073 .262





on what Do not believe What I have no
happens to in chance happens is control of my
me or luck my doing life
Misfortune, lackability,
ignorance, laziness
Pearson Correlation .068 .083 .181* .068
Sig. (2 tailed) .463 .375 .050 .467
N 119 117 118 118
Little influence on what
happens to me
Pearson Correlation 1 .086 .013 .239**
Sig. (2 tailed) .356 .887 .009
N 120 118 119 119
Do not believe in chance or
luck
Pearson Correlation .086 1 .184* -.090
Sig. (2 tailed) .356 .047 .333
N 118 118 117 117
What happens is my doing
Pearson Correlation .013 .184* 1 -.148
Sig. (2 tailed) .887 .047 .110





on what Do not believe What I have no
happens to in chance happens is control of my
me or luck my doing life
I have no control of my life
Pearson Correlation .239** -.090 -.148 1
Sig. (2 tailed) .009 .333 .110
N 119 117 118 119
*~ Correlation is significant at the 0.05 level (2-tailed)
~ Correlation is significant at the 0.01 level (2-tailed)
coefficient of .011 at the .904 level, indicating a low level of significance. The eighth
item, “Many times, I feel that I have little influence over the things that happen to me,”
had a correlational coefficient of -.157 at the .086 level indicating a low level of
significance. The ninth item, “I do not believe that chance or luck plays an important
role in my life,” had a correlational coefficient of -.134 at the .149 level indicating a low
level of significance. The tenth item, “What happens to me is my own doing,” had a
correlational coefficient of .071 at the .443 level indicating a low level of significance.
The last item, “Sometime I feel that I don’t have enough control over the direction my
life is taking,” had a correlational coefficient -.231 at the .011 level, which is lower than
the tested significance level .05 indicating that the relationship is significant. The
overall correlational coefficient value between locus of control and pass rates on
127
PRAXIS I was .002 at the .983 level, which was higher than the tested significance
levels of .01 and .05. Therefore, there was no significant relationship between locus of
control and pass rates on PRAXIS I.
RQ6: Is there a significant relationship between a teacher education
major’s self-reported Scholastic Assessment Test (SAT) score
and pass rates on PRAXIS I?
The results of the Pearson correlation indicate that there is a significant
relationship between a teacher education major’s self-reported Scholastic Assessment
Test (SAT) score and pass rates on PRAXIS I (Table 12). The correlational coefficient
value was .656 at the .000 level, which was less than the tested significance level of .01.
Table 12
Correlation Matrix #6— PRAXIS I Pass Rates and SAT Scores
PRAXIS I
Pass Rates SAT Score
PRAXIS I Pass Rates
Pearson Correlation 1 .656**
Sig. (2 tailed) .000
N 121 59
SAT Score
Pearson Correlation .656** 1
Sig. (2 tailed) .000
N 59 59
**~ Correlation is significant at the 0.1 level (2-tailed)
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Therefore, the relationship between a teacher education major’s self-reported SAT score
was linear and positively correlated.
RQ7: Is there a significant relationship between the assistance and
support a teacher education major received in high school and
pass rates on PRAXIS I?
There were five survey items that measured the relationship between student
assistance and support and pass rates on PRAXIS I (Table 13). The first item, “My high
school provided seminars in general test taking skills on standardized exams,” had a
correlational coefficient value of .133 at the .145 level indicating a low level of
significance. The second item, “My high school provided classes andlor workshops that
helped me prepare for the Scholastic Achievement Test (SAT) or American College
Test (ACT),” had a correlational coefficient value of .268 at the .003 level, which is
lower than the tested significance level of .01 indicating a high level of significance.
The third item, “Prior to taking the SAT (or ACT), the teachers and/or guidance
counselors at my high school provided opportunities for students to take simulate
(similar) exams to the SAT (or ACT),” had a correlational coefficient value of .231 at
the .011 level, which is lower than the tested significance level of .05 indicating a high
level of significance. The fourth item, “The guidance counselors at my high school
provided adequate assistance in my decision to attend college,” had a correlational
coefficient value of .018 at the .843 level indicating a low level of significance. The
last item, “The teachers (or some of the teachers) at my high school played a major role
in my decision to attend college,” had a correlational coefficient value of-. 175 at the
.056 level indicating a low level of significance. The overall correlational coefficient
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Table 13
Correlation Matrix #7— PRAXIS I Pass Rates and Student Assistance and Support
Test Taking SAT/ACT
PRAXIS I Skills in High Workshops
Pass Rates School At My School
PRAXIS I Pass Rates
Pearson Correlation 1 .133 .268**
Sig. (2 tailed) .145 .003
N 121 121 121
Test Taking Skills in High School
Pearson Correlation .133 1 .522**
Sig. (2 tailed) .145 .000
N 121 121 121
SAT/ACT Workshops At My High
School
Pearson Correlation .268** .522** I
Sig. (2 tailed) .003 .000
N 121 121 121
Took Practice SAT/ACT in High
School
Pearson Correlation .231* .463** .783**
Sig. (2 tailed) .011 .000 .000
N 121 121 121
College Counseling in High School
Pearson Correlation .018 .326** .466**
Sig. (2 tailed) .843 .000 .000




PRAXIS i Skills in High Workshops
Pass Rates School At My School
Decision to Attend College — High
School Teachers
Pearson Correlation -.175 . 243** .227*
Sig. (2 tailed) .056 .007 .012
N 121 121 121
Took Decision to
Practice College Attend College:
SAT/ACT in Counseling in High School
High School High School Teachers
PRAXIS I Pass Rates
Pearson Correlation .231* .018 -.175
Sig. (2 tailed) .011 .843 .056
N 121 121 121
Test Taking Skills in High School
Pearson Correlation .463** .326** .243**
Sig. (2 tailed) .000 .000 .007
N 121 121 121
SAT/ACT Workshops At My High
School
Pearson Correlation .783** .466** .227*
Sig. (2 tailed) .000 .000 .012





SAT/ACT in . . High SchoolCounseling in
TeachersHigh School High School
Took Practice SAT/ACT in High
School
Pearson Correlation 1 •574** .309**
Sig. (2 tailed) .000 .001
N 121 121 121
College Counseling in High School
Pearson Correlation •574** I .546**
Sig. (2 tailed) .000 .000
N 121 121 121
Decision to Attend College: High
School Teachers
Pearson Correlation .309** .546**
Sig. (2 tailed) .001 .000
N 121 121 121
~. Correlation is significant at the 0.05 level (2-tailed)
**• Correlation is significant at the 0.01 level (2-tailed)
value between student assistance and support and pass rates on PRAXIS I was .099 at
the .212 level, which was higher than the tested significance levels of .01 and .05.
Therefore, there was no significant relationship between the assistance and support a
teacher education major received in high school and pass rates on PRAXIS I.
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RQ8: Is there a significant relationship between the type of academic
support preparation programs offered to teacher education
majors and pass rates on PRAXIS I?
The survey instrument had a list of five test preparation activities that survey
respondents had to indicate the effectiveness of the strategy used in their PRAXIS I
preparation (Table 14). A Likert scale was used to rate the test preparation activities;
4 = very effective, 3 = effective, 2 = somewhat effective, and 1 not effective.
PRAXIS I Preparation Course, the first test preparation strategy, had a correlational
coefficient value of -.386 at the .000 level indicating a significant non-linear correlation.
The PLATO Lab test preparation activity had a correlation coefficient value of -.313 at
the .000 level indicating a significant non-linear correlation. Core Curriculum Courses,
the third test preparation activity, had a correlational coefficient value of -.272 at the
.003 level indicating a significant non-linear correlation. The Supplemental Instruction
(SI) test preparation activity had a correlational coefficient of -.153 at the .096 level
indicating a low level of significance. Out of the 121 survey respondents, 11 used other
test preparation activities not listed on the survey and were asked to name the activity.
Some of the other test preparation activities included a Kaplan Course, PRAXIS I
Practice Test, GSESP Workshop, and Mastery Learning. The correlational coefficient
for other test preparation activities had a value of -.110 at the .232 level indicating a low
level of significance. There are significant non-linear relationships between PRAXIS I
Preparation Course, PLATO Lab and Core Curriculum Courses and pass rates on
PRAXIS I. The average correlational coefficient value is -.324 at the .001 level, which
is lower than the tested significance level of .01. The overall correlational coefficient
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Table 14
Correlation Matrix #8— PRAXIS I Pass Rates and Academic Support Preparation
Programs
PRAXIS I Took Prep
Pass Rates Course Took Plato Lab
PRAXIS I Pass Rates
Pearson Correlation I .386** 3l3**
Sig. (2 tailed) .000 .000
N 121 121 121
Took Prep Course
Pearson Correlation ~.386** 1 .550**
Sig. (2 tailed) .000 .000
N 121 121 121
Took Plato Lab
Pearson Correlation ~.313** .550** I
Sig. (2 tailed) .000 .000
N 121 121 121
Took Core Curriculum
Pearson Correlation ~.272** .371** .259**
Sig. (2 tailed) .003 .000 .004
N 120 120 120
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Table 14 (continued)
PRAXIS I Took Prep
Pass Rates Course Took Plato Lab
Took SI
Pearson Correlation -.153 •377** 455**
Sig. (2 tailed) .096 .000 .000
N 120 120 120
Took Other
Pearson Correlation -.110 -.091 -.146
Sig. (2 tailed) .232. .322 .112
N 120 120 120
Took Core
Curriculum Took SI Took Other
PRAXIS I Pass Rates
PearsonCorrelation ~.272** -.153 -.110
Sig. (2 tailed) .003 .096 .232
N 120 120 120
Took Prep Course
Pearson Correlation .371** 377** -.091
Sig. (2 tailed) .000 .000 .322
N 120 120 120
Took Plato Lab
Pearson Correlation .259** 455** -.146
Sig. (2 tailed) .004 .000 .112




Curriculum Took SI Took Other
Took Core Curriculum
Pearson Correlation 1 .358** .048
Sig. (2 tailed) .000 .602
N 120 120 120
Took SI
Pearson Correlation .358** 1 -.101
Sig. (2 tailed) .000 .272
N 120 120 120
Took Other
Pearson Correlation .048 -.10 1 1
Sig. (2 tailed) .602 .272
N 120 120 120
**, Correlation is significant at the 0.01 level (2-tailed)
value between academic support preparation programs and pass rates on PRAXIS I was
-.247 at the .066 level which was higher than the tested significance level of .01.
Therefore, there was no significant relationship between the type of academic support
preparation programs offered to teacher education majors and pass rates on PRAXIS I.
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Regression Analysis
What would be the order of the selected independent variables in explaining
pass rates on PRAXIS I?
A Stepwise Multiple Regression Analysis was used to determine the extent to
which variation on PRAXIS I pass rates as a dependent variable could be explained
significantly by each of the selected independent variables as listed: academic program
quality, teacher education faculty quality, cumulative undergraduate GPA, perceived
self-efficacy, locus of control, SAT score, student assistance and support, and academic
support preparation programs. It was observed from the correlational analysis (see
Tables 7 — 14) that the variables academic program quality, teacher education faculty
quality, locus of control, student assistance and support, and academic support
preparation programs were not significantly related to PRAXIS I pass rates. Therefore,
a regression analysis was conducted on the independent variables cumulative
undergraduate GPA, perceived self-efficacy, and SAT score because there was a
correlation between them and PRAXIS I pass rates. The data are shown in several
tables.
As shown in Table 15, six of the seven self-efficacy variables were excluded
from the regression analysis. “I remain calm while I take standardized exams,” the
variable used to represent perceived self-efficacy, had a correlational coefficient value
of .350 at the .000 level indicating a high level of significance.
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Table 15
Regression Analysis Model Summary
Adjusted R Std. Error of the
Mode I R R Square Square Estimate
.307(a) .094 .078 1.02828
2 .671(b) .451 .431 .80796
a Predictors: (Constant), REMAIN CALM




Model Squares df Square F Sig.
1 Regression 6.273 1 6.273 5.933 .ol8a
Residual 60.270 57 1.057
Total 66.542 58
2 Regression 29.986 2 14.993 22.967 •000b
Residual 36.556 56 .653
Total 66.542 58
a. Predictors: (Constant), REMAIN_CALM
b. Predictors: (Constant), REMAIN_CALM, SAT_SCORE
c. Dependent Variable: PRAXIS_I_PASS_RATES
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In Table 17, the order of the contributions made by each independent variable to
PRAXIS I pass rates is indicated by the beta coefficient. The beta coefficient is like a
partial correlation which means is show the independent effect of each independent
variable on PRAXIS I pass rates while controlling the effects of the other variables.
The t-value indicates the size of the beta coefficient contribution. The p-value (Sig.)
indicates the level of significance of this size of the t-value or beta coefficient. In this
study, .05 was the chosen significance level. This means any alpha coefficient for the
significant level that is higher than .05 is not significant. As shown in Table 17, only
SAT score, with a beta coefficient of .618 and a t-value of 6.027 significant at the .000
level, was a strong contributor to PRAXIS I pass rates. Perceived self-efficacy had a
beta coefficient of .307 and a t-value of 2.436 at the .018 level indicating a low level of
significance.
Table 17






BetaModel B Std. Error t Sig.
1 (Constant) 1.563 .384 6.670 .000
Remain Calm .267 .110 .307 2.436 .018
2 (Constant) -3.366 1.029 -3.271 .002
Remain Calm .128 .089 .148 1.441 .155
SAT Score .007 .001 .618 6.027 .000
a. Dependent Variable: PRAxIS_I_PASS_RATES
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In Table 18, the independent variable, cumulative undergraduate GPA, was
excluded from the regression analysis because it has a beta coefficient contribution of
.010 and a t-value of .091 and significant at the .928 level, indicating no significance.
Therefore, the regression results confirm the findings in the correlational analysis. SAT
score was a strong contributor to PRAXIS I pass rates while perceived self-efficacy was
a weak contributor to PRAXIS I pass rates.
Table 18




Model Beta In t Sig. Correlation Tolerance
I GPA .227’ 1.760 .084 .229 .925
SAT Score .618” 6.027 .000 .627 .934
2 GPA 010b .091 .928 .012 .811
a. Predictors in the Model: (Constant), REMAIN CALM
b. Predictors in the Model: (Constant), REMAIN CALM, SAT SCORE
c. Dependent Variable: PRAXIS_I_PASS_RATES
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Summary of Findings
The focus of this chapter was to present statistical analysis of data with respect
to each research question and each respective finding. The data analysis results include
the following:
1. There was not a significant relationship between a teacher education
major’s perceptions of academic program quality and pass rates on PRAXIS
I.
2. There was no significant relationship between a teacher education major’s
perceptions of teacher education faculty quality and pass rates on PRAXIS
I.
3. There was no significant relationship between a teacher education major’s
self-reported cumulative undergraduate grade point average (GPA) and pass
rates on PRAXIS I; however, the correlational analysis did indicate that
there was a small correlation between GPA and pass rates on PRAXIS I.
4. There was a significant, but weak, relationship between a teacher education
major’s perceived self-efficacy and pass rates on PRAXIS I.
5. There was no significant relationship between locus of control and pass rates
on PRAXIS I.
6. The analyses strongly suggest that a teacher education major’s self-reported
SAT score is a contributing factor to pass rates on PRAXIS I.
7. There was no significant relationship between the assistance and support a
teacher education major received in high school and pass rates on PRAXIS.
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8. There was no significant relationship between the type of academic support
preparation programs offered to teacher education majors and pass rates on
PRAXIS I.
With respect to specific independent variables, it was found that strong
correlations existed within specific survey items. For example, for academic program
quality, the correlational coefficient value between mathematics courses taken at the
college or university level and English courses taken at the college or university level
was .715 at the .000 level, which is smaller than the test significance level of .01
indicating a strong relationship. For teacher education faculty quality, the correlational
coefficient value between “Faculty in my major department demonstrated sufficient
knowledge of subject matter that was helpful in my preparation for PRAXIS I” and
“Faculty helped meet the diverse learning needs of all students in preparation for
PRAXIS I” was .793 at the .000 level, which is smaller than the tested significance level
of .01 indicating a strong relationship. For perceived self-efficacy, the correlational
coefficient value between “I get nervous when I take standardized exams” and “I remain
calm while I take standardized exams” was -.676 at the .000 level which is smaller than
the tested significance level of .01 indicating a strong relationship. For student
assistance and support, the correlation coefficient value between “My high school
provided classes and/or workshops that helped me prepare for the Scholastic
Achievement Test (SAT) or American College Test (ACT)” and “Prior to taking the
SAT (or ACT), the teachers andlor guidance counselors at my high school provided
opportunities for students to take simulate (similar) exams to the SAT (or ACT)” was
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.783 at the .000 level which is smaller the tested significance level of .01 indicating a
strong relationship.
CHAPTER VI
FINDINGS, CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS
This chapter highlights the major findings of the study conducted and reported in
Chapter V. It presents reasonable conclusions based on the findings, and sets forth
recommendations for future study. The purpose of this study was conducted to
determine whether specific academic and personality factors impacted the PRAXIS I
pass rates of teacher education majors attending historically black colleges and
universities in Georgia. Specifically, this study examined the perceptions of 121
teacher education majors who had taken PRAXIS I or were exempt from taking
PRAXIS I, as related to academic program quality, teacher education faculty quality,
perceived self-efficacy, locus of control, student assistance and support, and academic
support preparation programs. This study addressed the issue of student performance
on PRAXIS I. This issue was addressed by identif~’ing the best academic intervention
strategies, according to the perceptions of teacher education majors, that adequately
prepared, and continue to prepare them to successfully pass PRAXIS I.
This study was conducted using a questionnaire that was administered by the
researcher to teacher education majors at three historically black colleges and
universities in Georgia. The questionnaire consisted of 47 items. The independent
variables were: academic program quality, teacher education faculty quality,
cumulative undergraduate GPA, perceived self-efficacy, locus of control, SAT score,
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student assistance and support, and academic support preparation programs. The
dependent variable was PRAXIS I pass rates. The moderating variables were age,
classification, gender, race/ethnicity, and socioeconomic status.
Limitations of the data—the absence of retake data from survey respondents and
the number of teacher education majors attending HBCUs—made a comprehensive
assessment of the impact of specific academic and personality factors on PRAXIS I
pass rates somewhat challenging. Consequently, perceptions of teacher education
majors regarding their experiences PRAXIS I were based primarily on those individuals
who had taken the exam. The number of times survey respondents took the exam in
order to achieve a passing score remains an unanswered question. Exceptions were
made for individuals who were exempt from taking PRAXIS I. For example, some
respondents were exempt because they met the required SAT or ACT score established
by the Georgia Professional Standards Commission. In order to adequately assess the
impact of selected academic and personality factors on the PRAXIS I pass rates of these
respondents, selected survey items were determined by the researcher for them to
answer. Those undergraduate teacher education majors who were exempt from taking
PRAXIS I responded to items 13 —26 and items 28, 30 —47 of the survey instrument.
The independent variables examined in relationship to these individuals were
cumulative undergraduate GPA, perceived self-efficacy, locus of control, SAT score,
and student assistance and support.
The number of teacher education majors attending HBCUs as well as non
HBCUs has declined, and continues to decline, at an alarming rate. African-Americans
represent only 7% of the teaching population, and use of teacher certification and
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licensure exams has been identified by many researchers as the major reason for the
existing shortage of minorities in the teaching profession. At one of the HBCUs
selected for this study, there were only ten participants who completed the survey
instrument. Based on interviews with former teacher education majors and consistent
with Irvine’s (1998) findings, the major reason for the decline in the number of African-
American is the teaching profession is the institutionalization of~, and inability to pass
the various teacher certification and licensure exams. Consistent with the findings of
the literature review on PRAXIS I pass rates, the most important negative impact is that
many African-American teacher education majors become discouraged and decide to
pursue other careers outside of teacher education because many of them have struggled,
and continue to struggle to meet the passing score requirements on the PRAXIS I exam.
Findings
Participants’ responses to the 47-item questionnaire provided data to answer the
research questions in this study. Pearson’s correlation coefficients were used to
determine if any relationships exist between all the independent variables and the
dependent variable using participants’ responses to the survey questions (results are
provided in Chapter V, Tables 7 — 14). A correlation coefficient expresses the extent to
which questions are associated with each other. Positive correlations are produced
when a person or thing having high scores on one variable also has high scores on a
second variable, or those with low scores on one variable have low scores on another
variable. Negative correlations occur when a high score on one variable is associated
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with a low score on another, or a low score on the first variable is associated with a high
score on the second.
Using the Pearson correlation, it was found that three independent variables
proved to be significantly correlated to PRAXIS I pass rates, and those variables were
self-reported cumulative undergraduate GPA, self-reported SAT score, and perceived
self-efficacy. GPA (r = .217 at the .021 level < .05) and SAT Score (r = .656 at the .000
level <.01) were linear and positively correlated. Perceived self-efficacy (-.278 at the
.002 level <.01) had a significant, but weak relationship. Correlations with cumulative
undergraduate GPA and SAT score tend to replicate previous research studies.
The Stepwise Multiple Regression analysis was used to test the design model
where the variation of the dependent variable could be explained by all variables treated
as independent variables. The only independent variables used for the regression
analysis were those that showed a significant relationship with PRAXIS I pass rates.
The regression analysis for PRAXIS I pass rates showed that perceived self-efficacy
had a low level of significance with a beta coefficient of .307 and a t-value of 2.43 6 at
the .018 level. Cumulative undergraduate GPA was excluded from the regression
analysis because it has a beta coefficient contribution of .010 and a t-value of .091 and
significant at the .928 level, indicating no significance. SAT score, with a beta
coefficient of .618 and a t-value of 6.027 significant at the .000 level, is a strong
contributor to PRAXIS I pass rates.
As a result of the regression analysis, whatever variations were noted with
PRAXIS I pass rates, 9.4% of the variations can be explained by perceived self-efficacy
(see Table 15). This leaves 90.6% of the variables unexplained. This means that there
147
are other variables which could explain PRAXIS I pass rates than the variables in this
study. We can predict that at the .05 significance level that perceived self-efficacy is
going to have a 9.4% variance on PRAXIS I pass rates. Also noted, whatever variations
were noted with PRAXIS I pass rates, 45.1% of the variations can be explained by SAT
score (see Table 15). This leaves 54.1% of the variables unexplained, meaning that
there are other variables that could explain PRAXIS I pass rates. Therefore, we can
predict that at the .05 significance level that SAT score is going to have a 45.1%
variance on PRAXIS I pass rates.
Conclusions
This study and related research suggest that educators and policymakers need to
reconsider their rationale and policies regarding teacher certification and licensure
testing for teacher candidates. The fact is that after more than 20 years of teacher
testing, research has failed to demonstrate any significant relationship between basic
skills exams and other measures of program success, such as academic program quality
within a college of education, teacher education faculty quality, cumulative
undergraduate GPA, perceived-self efficacy, locus of control, SAT score, student
assistance and support, and academic support preparation programs. This study
examined the relationship between PRAXIS I pass rates and eight outcome measures of
program success. The only significant correlations were between PRAXIS I pass rates
and self-reported cumulative undergraduate GPA. Notably absent were correlations
between PRAXIS I performance and achievement in student teaching and courses
within major (methods courses). However, most teacher education programs require
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that students pass PRAXIS I prior to student teaching and enrolling in course within
their major.
Several changes in the dynamics of the sampling size occurred in the study.
Initially, four HBCUs were to be included in this study. Unfortunately, because the
institutional review board at one of the HBCUs requested that the author make changes
to the title of the dissertation, that particular school had to be eliminated from the study.
In addition to administering the survey instrument to African-American teacher
education majors, the sampling size was expanded to Caucasian and Hispanic teacher
education majors. The sample size was also expanded to individuals who were exempt
from taking PRAXIS I because of their SAT or ACT score. Many of the survey
participants were over age 24, indicating that an increasing number of non-traditional
students are pursuing careers in teacher education.
Implications
Many teacher education programs at HBCUs have faced the threat of being
suspended because of low pass rates on the PRAXIS exams. Additionally, the number
of minority teacher education majors has declined over the past decade, which places
the millions of minority children attending urban schools at a great disadvantage.
African-American teachers in urban schools play a significant role in the urban school
organization. Because they are often viewed as the backbone of urban schools, African
American teachers are able to influence the behaviors and actions of students in urban
schools and are instrumental in directing them to positive actions within the school
context. When working in schools, an extraordinary powerful aspect of the
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environment in shaping and molding the behavior of students is the climate and culture
provided by the organization (Owens, 2001). Additionally, it is essential that African-
American students interact with African-American teachers and administrators on a
daily basis because these individuals possess a wide range of possibilities for
influencing the characteristics of the culture and climate of the school organization.
Therefore, it is essential that HBCUs provide their teacher education students with the
necessary resources to ensure that they will not only successftilly pass teacher
certification exams, but to also ensure that they will be competitive for the global
market.
The foundational basic skills that are acquired during the early childhood
elementary education years are a contributing factor to the pass rates on PRAXIS I.
Under the provisions of the No Child Left Behind Act of 2001, students in the United
States begin taking standardized exams at grade 4. While standardized testing is
considered to be the most provocative public policy to evolve out of the educational
reform movement in the early 1980s, the widespread of these exams have occurred for a
number of reasons, which include: (a) standardized exam are relatively inexpensive;
(b) testing changes can be implemented quickly; (c) results of standardized exams are
visible and draw media attention; and (d) testing can create educational changes that
would be difficult for legislature; such changes include curriculum and instruction
delivery. When utilizing standardized exam such as PRAXIS I, it is important for
policymakers to remember that no one test is valid for all purposes, because a single test
can only provide a glimpse of student achievement, which may not accurately reflect a
teacher education major’s academic capabilities and teaching potential.
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Findings of this study could be found beneficial to stakeholders who have a
vested interest in the educational outcomes produced by HBCUs. Individuals who have
decision-making power in the teacher education and testing industries may find the
results of this study useful. If tests are going to be used to determine which students
will become teachers and the subjects they are capable of teaching, it is imperative that
educational leaders at both the college and state levels, understand how to measure
teacher performance and how the use of teacher certification and licensure exams will
affect the number of minorities entering the teaching profession. Educational leaders,
policymakers, and practitioners at all levels must focus on the following fundamental
questions, which comprise the theoretical framework of teacher education reform:
1. What do we want our teacher education majors to know as a result of
the educative process?
2. What do we want our teacher education majors to be able to do as a
result of the educative process?
3. What attitudes and values do we want our teacher education majors
to have evidenced in their behavior?
One formula that has been proven through research to be highly successful for
teacher education students on teacher exams is the quality of teaching and test coaching
equals high performance on teacher certification and licensure exams. As applied to
education in HBCUs, teacher education administrators and faculty should take their seat
at the table and express their views on teacher certification exams as well as become
participants in the education reform process.
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Findings and Implications from other Research
Dybdahi, Shaw, and Edwards (1997) found correlations between PRAXIS I test
scores and cumulative undergraduate OPA of .42 tested at the .01 significance level,
indicating a significant relationship. Livingston (2000) linked 1977-1995 SAT college
admission test data with scores from prospective teacher candidates who took PRAXIS
I between 1994 and 1997. Using logistic regression to analyze the data, the findings of
the study revealed that SAT scores can be used to predict the success on the PRAXIS I
reading and mathematics exams. For perceived self-efficacy, limited studies have
examined it as an independent variable, and no studies have been conducted in terms of
its relationship to PRAXIS I.
Results from the correlational analysis did indicate significant, non-linear
relationships between academic support preparation programs and pass rates on
PRAXIS I. Other research has been conducted with similar results. Nugent (2005)
found that when students were enrolled in an instructor-directed PRAXIS preparation
course at a predominately black university, scored significantly higher on all parts of the
PRAXIS I exam than students enrolled in a self-directed preparation course. In a 2001
study that examined the effects of a PRAXIS Series preparation course on the PRAXIS
I pass rates of teacher education majors attending a minority serving community
college, Gosa (2001) found that the PRAXIS Series preparation course significantly
improved the math, reading, and writing subtest scores of the students who participated
in the preparation course. Therefore, academic support preparation programs are an
essential tool for HBCUs, and teacher education departments should require their
students to participate in these programs so that pass rates on PRAXIS can increase
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significantly. As pass rates on PRAXIS I increase, the percentage of African-
Americans entering the teaching profession will increase.
Recommendations for Practitioners and Policymakers
As former Educational Testing Service executive Chuck Stone once told the
New York Legislature, “The testing industry has become America’s cradle-to-grave
arbitrator of social mobility.” A research project conducted by Fair Test found that
scores from over 40 million standardized multiple choice exams alter the educational
career opportunities of millions of students and workers each year. A contributing
factor to this unfortunate finding is the existence of test item discrimination, also known
as cultural bias. Ironically, back in the 1 970s, two television sitcoms showed episodes
that featured cultural bias against African-Americans on standardized exams; Diff’rent
Strokes (season one) and Good Times (season one).
Education has always been viewed as the key to a successful future in America.
In every community, educational leaders must work to ensure that students possess the
knowledge and skills they need to be productive members of society. However, as we
live in the 2lS~ century, the world is rapidly changing around us, thus impacting the
future of our education system by exerting pressure and forcing change both internally
and externally. Globalization, shifting demographics, scarcity of resources,
competition, new models of teaching and learning, and federal and state requirements
are all contributing factors that influence the future of education. As a nation and a
community, can and will we rise to meet the challenges so that minority teacher
candidates successfully pass teacher certification and licensure exams?
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In order to provide effective recommendations for practitioners at all levels, it is
essential to establish the key tenets that will enhance student learning and the
confidence they need to perform successfully on teacher certification and licensure
exams. The first goal is to increase the pass rates of African-American teacher
education majors attending HBCUs. Another goal would be to increase the college of
education’s budget so that the necessary resources will be provided for teacher
education majors to perform successfully on teacher exams but also perform
successfully class and during their student teaching experience. A final goal would be
to provide more opportunities for professional development among teacher education
faculty. The world of education is ever-changing and faculty should have every
opportunity to attend workshops, seminars, and conferences to help their students
become the best educators in our nation’s schools.
Based on the previously mentioned goals, it is recommended that HBCUs
develop a teacher education institute that caters to the needs of all teacher education
students from the pre-freshman to the post-baccalaureate levels. The title of this
academic intervention strategy would be called “Action for Satisfaction: Seeking
Social Justice in Teacher Education.” This reform strategy should be organized around
three core beliefs: (a) every learner has a right to an education that prepares him or her
for full participation in society; (b) urban education provides a unique context for
integrating and mobilizing the rich cultural community resources that learner bring to
the educational setting; and (c) change is a critical component to the efficacy of teacher
education. The intent of the Action for Satisfaction Teacher Education Institute would
be to: (a) inform teacher education majors at the pre-freshman level of the teacher
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testing requirement for admission into the teacher education program as well as prepare
them to take the exam; (b) provide a library specifically for teacher education majors
containing an unlimited amount of resources including educational journals, a computer
lab with test preparation software, and a resource room for student teachers; and
(c) provide seminars and workshops for teacher education majors so that they are aware
of the dynamics of education nationally as well as internationally. A project of this
caliber requires resources and intensive preparation, and all recommendations must be
incorporated if pass rates on PRAXIS I are to significantly increase.
In order to implement the Action for Satisfaction Teacher Education Institute
effectively, it is important to examine the knowledge and skills that are necessary to
achieve these goals. Practitioners should be able to conduct a SWOT analysis. A
SWOT analysis is a scan of the internal and external environment of an organization.
Environmental factors internal to the organization are usually classified as strengths (S)
or weaknesses (W), and those external to the school organization would usually be
classified as opportunities (0) or threats (T). The SWOT analysis provides information
that would be helpfhl in matching the school of education’s resources and capabilities to
the community in which it operates. For this study, the community would be the
teacher education majors attending HBCUs.
When developing effective planning and leadership strategies, several factors
must be considered. These factors include the activities utilized to address the goals,
time for development, and resources needed. The High Definition Planning Model is a
useful tool to develop and implement the recommended academic intervention program.
In the high definition planning model, a problem is defined by two parts: failed
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objectives/outcomes and causes/failed solutions. Figure 3 identifies the planning steps




__~ Define problem into:
t 1. Failed Objectives2. Causes for failure
Transaction Process
Define new objectives
Define Implementation __________ ___________
Steps
Define Solutions to
Define management. counteract causes within
Resources, Time line budget
Figure 3. High Definition Planning Model
The findings of this study indicated that a significant relationship exists between
SAT score and pass rates on PRAXIS I, which was consistent with the findings from the
review of literature. Both the PRAXIS I and SAT exams are developed by ETS and
both exams measure an individual’s aptitude in mathematics, reading, and writing skills
at the collegiate level. Therefore, it is recommended that academic support programs at
HBCUs, in conjunction with the institution’s college of education, utilize SAT exam
material to prepare teacher education students for PRAXIS I. This material should be
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included in an institution’s core curriculum courses during a teacher education major’s
freshman year.
Recommendations for Further Research
This study has several important limitations that should be considered when
reviewing the results. The most important limitation pertains to the sampling
population. All of the teacher education majors who responded to the survey reside in
the state of Georgia. The survey was limited to three HBCUs and a sampling
population (N = 121) in a particular geographic area. This study should be replicated to
include a larger sampling population by incorporating more HBCUs in other states. The
pass rates portion of the survey can be adapted to include the number times an
individual took PRAXIS I before earning a passing score. It is recommended by the
researcher that other non-cognitive factors be examined to determine significant
relationships.
It is obvious from previous research that the school environment might impact
the perceptions of teacher education majors and the responses to survey items.
Although participation from the students was voluntary, there could have been
apprehension among some individuals about the disclosure of information that might
put a negative impact on themselves, their peers, and the department. Therefore, it is
recommended that a qualitative study be conducted to determine the perceptions of
school deans, teacher education administrators, and faculty regarding PRAXIS I and
other factors that may impact the performance on teacher candidates on certification and
licensure exams.
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It is also recommended of the researcher to enhance the findings by correlating
the actual PRAXIS I scores to specific independent variables of interest. Further
research is needed to look at the study habits of teacher education majors so that teacher
educators could better address the needs of their students. Further research is needed to
examine the instructional practices of the teacher education faculty who teach classes
that specifically prepare students for PRAXIS I. This assessment could serve as an
evaluation tool for teacher education administrators as well as give insight on possible
reasons why students struggle with passing PRAXIS I. The final recommendation
would be to examine the course content in the core curriculum courses at the HBCUs
and compare it to the PRAXIS I subject objectives to see if they are aligned with one
another. This research is needed since this study established that there was marginal
support which suggested that selected academic and non-cognitive factors had an
impact on PRAXIS I pass rates.
APPENDIX A
Teacher Education Major Survey
Dear Teacher Education Major:
You are kindly asked to complete the following questionnaire. The data will be used
for a dissertation at Clark Atlanta University. The purpose of this survey is to
determine the perceptions of teacher education majors regarding specific academic and
personality factors that may impact their performance on PRAXIS I. Your input
regarding the effectiveness of these programs is very important. Your identity will
remain anonymous and all information will be kept confidential. There is no right or
wrong answer to any question, so please be candid with your responses.
Your time and cooperation are greatly appreciated. Thank you.
Section I
Please respond the following statements using the scale below by circling the
appropriate number.
2 = Yes 1 = No N/A = not applicable
1. I was exempt from taking the PRAXIS I exam because of my SAT (or ACT) scores.
2 1 N/A
2. I have taken all parts of the PRAXIS I exam.
2 1 N/A
3. I have passed all parts of the PRAXIS I exam.
2 1 N/A





6. Please indicate which of the following test preparation activities exist at your school
to help you prepare for PRAXIS I.
_____ PRAXIS I Preparation Course
PLATO Lab
Core curriculum coursesSupplemental Instr ction (SI)oth r, please s e ify
7. Please rate the usefulness of each of the following preparation activities by placing
an X in the appropriate box. (check all that apply)
Very Somewhat Not
Effective Effective Effective Effective











Use the scale below to rate the following items in term of your beliefs regarding the
effectiveness of how your school prepares teacher candidates for PRAXIS I. Please
indicate your response by circling the appropriate number.





8. Faculty in my major department demonstrated sufficient knowledge of subject
matter that was helpful in my preparation for PRAXIS I.
5 4 3 2 1
9. Faculty helped meet the diverse learning needs of all students in preparation for
PRAXIS I.
5 4 3 2 1
10. Faculty helped reduce students’ levels of test anxiety in preparation for PRAXIS I.
5 4 3 2 1
11. Prior to taking the PRAXIS I exam, faculty provided opportunities for students to
take simulate (similar) exams to PRAXIS I.
5 4 3 2 1
12. Faculty in my major department communicate all pertinent information regarding
PRAXIS Ito students in a timely manner.
5 4 3 2 1
13. I have no problem taking multiple choice standardized exams.
5 4 3 2 1
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Appendix A (continued)
14. I get nervous when I take standardized exams.
5 4 3 2 1
15. I remain calm while I take standardized exams.
5 4 3 2 1
16. My hands get sweaty and wet just before I begin taking a standardized exam.
5 4 3 2 1
17. As soon as I look at the questions on a standardized exam, my mind goes blank.
5 4 3 2 1
18. I am able to answer all questions on standardized exams within the specified time
interval.
5 4 3 2 1
19. I feel confident that I am able to receive a passing score on standardized exams.
5 4 3 2 1
20. My high school provided seminars in general test taking skills on standardized
exams.
5 4 3 2 1
21. My high school provided classes and/or workshops that helped me prepare for the
Scholastic Achievement Test (SAT) or American College Test (ACT).
5 4 3 2 1
22. Prior to taking the SAT (or ACT), the teachers and/or guidance counselors at my
high school provided opportunities for students to take simulate (similar) exams to
the SAT (or ACT).
5 4 3 2 1
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Appendix A (continued)
23. The guidance counselors at my high school provided adequate assistance in my
decision to attend college.
5 4 3 2 1
24. The teachers (or some of the teachers) at my high school played a major role in my
decision to attend college.
5 4 3 2 1
25. Prior to entering the teacher education program at my college (or university), I was
informed of the PRAXIS I requirement.
5 4 3 2 1
26. The mathematics course(s) I took at my college (or university) prepared me for the
PRAXIS I exam.
5 4 3 2 1
27. The English course(s) I took at my college (or university) prepared me for the
PRAXIS I exam.
5 4 3 2 1
Section III
Please read each statement and decide whether the statement is true or false as it
pertains to you by circling the appropriate choice.
28. In the case of the well-prepared student, there is
never such a thing as an unfair test. TRUE FALSE
29. Many times, the questions on the PRAXIS I exam
tend to be unrelated to any of the material in the
core curriculum courses I have taken. TRUE FALSE
30. Becoming a success is a matter of hard work. TRUE FALSE




32. Getting a good job depends mainly on being in the
right place at the right time. TRUE FALSE
33. In the long run, the bad things happen to us are
balanced by the good ones. TRUE FALSE
34. Most misfortunes are the result of lack of ability
or ignorance or laziness or all three. TRUE FALSE
35. Many times, I feel that I have little influence over
the things that happen to me. TRUE FALSE
36. I do not believe that chance or luck plays an
important role in my life. TRUE FALSE
37. What happens to me is my own doing. TRUE FALSE
38. Sometime I feel that I don’t have enough control
over the direction my life is taking. TRUE FALSE
Section IV
Please check only one item per category.
39. Age: 18-19 20-21 22-23 _____over 24
40. Classification: _____ Freshman ______ Sophomore
_____ Junior ______ Senior
41. Gender: _____ Male ______ Female
42. Race/Ethnicity: _____ African-American _____Caucasian
___ Hispanic __ Other
Ifother, please spec~j5~’:
43. Financial Aid Status: (check all that apply)
____Student Loan _____Scholarship Grant _____None
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Appendix A (continued)
44. Family Income Range:
_____ $20,000-29,000 _____ $60,000-69,000 $100,000 or above__ 3 3 7 7 ,4 4 8 85 , 5 , 9 9
45. Please indicate the type of high school you attended by checking the appropriate
description:
a public urban high schoolrivate urban high schoolsu urban igh schoolsuburban hig school
46. Cumulative OPA at this point in your program:
47. Please indicate the college entrance (SAT or ACT) exam you took by providing
your score in the appropriate area:
SAT Score: Verbal ______________ Mathematics _______________
ACT Score: Mathematics _____ English ______ Reading ______
Thank you for your participation
APPENDIX B
Consent Form
The Relationship of Academic and Personality Factors to the PRAXIS I Pass Rates at
Selected Historically Black Colleges and Universities in Georgia
You are invited to participate in a study which examines the relationship of academic
and personality factors on the PRAXIS I pass rates. The purpose is to identify specific
academic and personality factors that affect the performance on PRAXIS I. This study
uses a consent form and questionnaire concerning students’ perceptions about their
experiences in preparing for and taking PRAXIS I.
There are no known risks or personal benefits to participants who agree to take part in
this research. However, it is hoped that those who participate in this study will help
promote research in the fields of teacher education, teacher testing, and curriculum
development in teacher education.
All responses to the questionnaires will remain confidential. Participation in this study
is voluntary. Students’ grades will not be based on their participation in the study. Any
participants may choose to quit at any time.
Please read the following statement and sign below:
“I understand that this research study has been reviewed and approved by the
Institutional Review Board-Human Subjects in Research, Clark Atlanta University. For
research related problems or questions regarding subjects’ rights, I can contact the
Institutional Review Board through Dr. Georgianna Bolden, Office of Research and
Sponsored Programs at (404)-880-6979 or the principal investigator, Ms. Keva
Yarbrough at (770)-306-1440.”
My signature below verifies that I have read the statement above and agree to
participate in this research project.
Participant’s Printed Name Participant’s Signature Date
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APPENDIX C
‘..—~ ,~ Survey Instrument Approval Letter
‘41’- CLARK ATLANTA UNIVERSITY
Institutional Review Board
Office of Sponsored Programs
March 22, 2006




RE: The Relationship of Academic and Personality Factors on the PRAXIS I Pass Rates at
Selected HBCUs in Georgia.
Principal Investigator: Keva M. Yarbrough
Human Subjects Code Number: HR2006-3- I 59-1
Dear Ms. Yarbrough:
The Human Subjects Committee of the Institutional Review Board (IRB) has reviewed your
protocol referenced above and approved of it as expedited and exempt from full IRB review
but with a stipulation. The stipulation is that hard copies of the study instrument not be
discarded and thrown away but kept secure together wit/s all executed Consent Forms for
not less than three (3) years. Please amend your protocol accordingly and advice this office
before initiating the study.
Protocol Approval Code is HR2006-3-159-l/AS
This approval is valid for one year from the date of this notice. This permit will therefore
expire on March 21, 2007. Thereafter, continued approval is contingent upon the annual
submission of a renewal form to this office. Any reaction or problems resulting from this
investigation should be reported immediately to the IRB, to the Department Chairperson and
any sponsoring agency.
If you have any questions, please contact Dr. Georgiana Bolden at the Oftice of Sponsored
Programs (404) 880-6979 Or Dr. Paul I. Musey, (404) 880-6829.
Sincerely:
Paul I. Musey, Ph.D.
Chair
IRB: Human Subjects Committee
cc. Dr. Sheila Gregory (~gf~gpry~c4U.e~dU)
Office of Sponsored Programs, Georgiana Bolden (gj~lden~.Qai1~lU)
223 James P. Brawley Drive, SW. ~ ATLANTA, GA 30314-4391 * (404) 880-8000
Formed in 1988 by consolidation of Atlanta University, t865 and Clark Collegc, 1869
166
REFERENCES
Baker, S. (1995). Testing equality: The national teacher examination and the
NAACP’s legal campaign to equalize teachers’ salaries in the south, 1936-1963.
History ofEducation Quarterly, 35(1), 49-64.
Bandura, A. (1993). Perceived self-efficacy in cognitive development and functioning.
Educational Psychologist, 28, 117-148.
Bell, M., & Morsink, C. (1986). Quality and equity in the preparation of black
teachers. Journal ofTeacher Education, 37(2), 10-15.
Brimley, V., & Garfield, R. (2002). Financing education in a climate ofchange (8th
ed.). Boston, MA: Allyn & Bacon.
Brown v. Board of Education of Topeka, 347 U.S. 483, 74 S. Ct. 686 (1954).
Cole, B. P. (1986). The black educator: An endangered species. Journal ofNegro
Education, 55(3), 326-334.
Cross, C. & Rigden, D. (2002). Improving teacher quality. American School Board
Journal, 189(4), 24.
Darling-Hammond, L. (2000). Teacher quality and student achievement: A review of
state policy evidence. ERIC Document, EJ 605 912.
Dybdahl, C., Shaw, D., & Edwards, D. (1997). Teacher testing: Reason or rhetoric.
Journal of Research and Development in Education, 30(4), 248-254.
167
168
Educational Testing Service. (2004). Validityfor licensing tests: A brieforientation.
Princeton, NJ: Author.
Fair Test Examiner. (1989). Tests keep thousands of minorities out of teaching.
Retrieved August 22, 2004, from http://www.fairtest.org
Fenwick, L. (2001). Patterns ofexcellence: Policy perspectives on diversity in
teaching and school leadership. Atlanta, GA: The Southern Education
Foundation.
Gall, M., Gall, J., & Borg, W. (2003). Educational research: An introduction (7th ed.).
Boston, MA: Allyn & Bacon.
Gay, G., Dingus, J., & Jackson, C. (2003). The presence andperformance ofteachers
ofcolor in the profession. Washington, DC: Community Teachers Institute.
Georgia Professional Standards Commission (2006). Approved teacher education
programs. Retrieved August 17, 2006, from http://www.gapsc.comlApproved
Programs/EducationProgram.asp?x5 8&y’2
Georgia Professional Standards Commission. (2004). The 2002-2003 annual report on
the Georgia professional standards commission. Atlanta, GA: Author.
Getzels, J.W., & Guba, E.G. (1957). Social behavior and the administrative process.
School Review, 65, 423-441. In Lunenburg, F. & Ornstein, A. (2000).
Educational administration: Concepts andpractices (3~ ed.). Belmont, CA:
Wadsworth.
Gitomer, D., Latham A., & Ziomek, R. (1999). The academic quality ofprospective
teachers: The impact ofadmissions and licensure testing. Princeton, NJ:
Educational Testing Service.
169
Goodwin, L.A. (1991). Problems, process, and promise: Reflections on a
collaborative approach to the solution of the minority teacher shortage. Journal
ofTeacher Education, 42(1), 28-36.
Gosa, W. (2001). The effects ofa PRAXIS series preparation class on community
college students’ PRAXIS one test scores. Hinds, MS: The University of
Mississippi.
Governor’s Office of Student Achievement. (2004). The 2003-2004 annual report of
the Georgia professional standards commission. Atlanta, GA: Author.
Governor’s Office of Student Achievement. (2005). The 2004-2005 annual report
card of the Georgia professional standards commission. Atlanta, GA: Author.
Gregory, 5. (2003). Negotiating culture: Faculty roles and responsibilities in
historically black colleges and universities. A paper presented to the American
Educational Research Association: Chicago, IL.
Haney, W., Madaus, G., & Kreitzer, A. (1987). Charms talismanic: Testing
teachers for the improvement of American education. Review ofResearch in
Education, 14(1), 169-238.
Haney, W. (1993). Testing and minorities. In Weiss, L. & Fine, M. (Eds.) Beyond
silenced voices (pp. 45-73). Albany, NY: State University of New York Press.
Haney, W., Madaus, G., & Lyons, R. (1993). The fractured marketplace for
standardized testing. Boston, MA: Kiumer Academic Publishers.
Hawkins, B. D. (1994). Casualties: Losses among Black educators were high after
Brown. Black Issues in Higher Education, 10(3), 26-31.
House, E. (1999). Race andpolicy. ERIC Document, EJ 588 925.
170
Hudson, M., & Holmes, B. (1994). Missing teachers, impaired communities: The
unanticipated consequences of brown v. board of education of the African
American teaching force at the pre-collegiate level. Journal ofNegro Education
63(3), 388-393.
Irvine, J. J. (1988). An analysis of the problem of disappearing black educators.
Elementary School Journal, 88(5), 503-513.
Johnson, B., & Christensen, L. (2000). Educational research: Quantitative and
qualitative approaches. Needham Heights, MA: Allyn & Bacon.
King, S.H. (1993). The limited presence of African American teachers. Review of
Educational Research, 63(2), 115-149.
Kucerik, E. (2002). The No Child Left Behind Act of 2001: Will it live up to its
promise? Georgetown Journal on Poverty Law and Policy, 9(2), 479-487.
Littleton, D. (2002). Historically Black colleges and universities and PRAXIS
preparation programs: Challenges, strategies, andperspectives. Atlanta, GA:
The Southern Education Foundation.
Lunenburg, F., & Ornstein, A. (2000). Educational administration: Concepts and
practices (3~~ ed.). Belmont, CA: Wadsworth.
Memory, D., Coleman, C., & Watkins, S. (2003). Possible tradeoffs in raising basic
skills cutoff scores for teacher licensure: A study with implications for
participation of African Americans in teaching. Journal ofTeacher Education
54(3), 217-227.
McPhail, I. (1981). Why teach test-wise-ness? Journal ofReading, 25(1), 32-38.
171
National Center for Education Statistics. (2005). The condition ofeducation.
Washington, DC: U.S. Department of Education.
National Commission on Excellence in Education. (1983). A Nation At Risk: The
imperative for educational reform. Washington, DC: United States Department
of Education.
National Council for Accreditation of Teacher Education. (2006). List of accredited
institutions in Georgia. Retrieved August 17, 2006, from http://www.ncate.org
Nugent, M. (2005). Effects ofa PRAXIS one preparation program on PRAXIS one test
scores among student attending a historically black university. Princess Anne,
MD: University of Maryland Eastern Shore.
Persuad, G., & Turner, T. (2002). High definition planning and teaching for school
effectiveness. Educational Planning, 14(1), 28 -35.
Popham, W. J. (2002). Right task, wrong tool: Today’s standardized tests are not the
best way to evaluate schools or students. American School Board Journal
189(2), 19-21.
Sanders, E. (1999). Urban school leadership: Issues and strategies. Larchmont, NY:
Eye on Education.
Sesay, A. (1998). Utilization ofstudents ‘perspectives in the formulation ofretention
policies. A paper presented at the 1998 Regional HBCU Summit on Retention:
Ocean City, MD.
Spring, J. (2005). Conflict of interests: The politics ofAmerican education (5th ed.).
New York, NY: McGraw-Hill.
172
Smith, G. P. (1987). The effects ofcompetency testing on the supply ofminority
teachers. ERIC Document, ED 302 521.
Southern Education Foundation. (2001). Patterns ofexcellence: Promoting quality in
teaching through diversity. Atlanta, GA: Author.
The Carnegie Task Force on Teaching as a Profession. (1986). A Nation Prepared:
Teachers for the 213t Century. New York, NY: Carnegie Forum on
Education and the Economy.
The Holmes Group. (1986). Tomorrow’s Teachers. East Lansing, MI: Author.
The No Child Left Behind Act of 2001, Pub. L. No. 107-1 10, 115 Stat, 1435 (2001).
The Ready to Teach Act of 2003, Bills 108, H.R. 2211, (2003).
Torres, J., Santos, J., Peck, N., & Cortes, L. (2004). Minority teacher recruitment,
development and retention. Providence, RI: The Education Alliance at Brown
University.
